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 ABSTRACT 
 
 
 Kindergarten Teachers’ Developmentally Appropriate Beliefs and Practices and 
 Their Perceptions of Children’s Kindergarten Readiness:  Comparing the 
 
 Beginning and the End of the School Year 
 
 
 by 
 
 
 Rachelle Ernest Wright, Master of Science 
 
 Utah State University, 2010 
 
Major Professor: Dr. Shelley L. Knudsen Lindauer 
Department: Family, Consumer, and Human Development 
 
 
 This study examined 180 matched pretest/posttest surveys of kindergarten 
teachers’ perceptions of the transition children experienced upon kindergarten entry. 
Investigations of changes in the percentages of children perceived as not being ready for 
kindergarten and percentages of children who were rated as having had a very successful, 
moderately successful, or difficult transition from the pretest to the posttest were 
conducted. Additionally, changes in teachers’ developmentally appropriate beliefs and 
practices from the beginning of the school year (pretest) to the end of the school year 
(posttest) were explored. Further analyses were conducted to find differences and 
associations between teacher and classroom demographics and changes from pretest to 
posttest.  
 Teachers’ developmentally appropriate beliefs were statistically significantly 
 iv 
 
higher at the beginning of the school year (pretest) as compared to the end of the school 
year (posttest). Conversely, teachers’ developmentally appropriate practices were 
statistically significantly higher at the end of the school year (posttest) when compared to 
the beginning of the school year (pretest). Even with the increase in teachers’ 
developmentally appropriate practices at the end of the year, consistent with previous 
research, teacher’s beliefs were found to be more developmentally appropriate than their 
reported practices.  
 Study findings indicated that teachers reported a significantly higher percentage 
of children as having had a difficult transition at the beginning of the school year when 
compared to the end. At the beginning of the year, teachers rated 21.9% of children as 
having had a difficult transition, compared to 17.4% of children at the end of the school 
year. Some teachers reported 100% of the children in their class had a difficult transition 
at both the beginning and end of the school year. Overall, just under 60% of children 
were perceived as having some problems with kindergarten entry.  
 Findings also indicated that teachers reported a significantly higher percentage of 
children were not ready for kindergarten entry at the beginning of the school year than at 
the end of the school year. Teachers perceived 27% of children were not ready for 
kindergarten at the beginning of the school year, with 22.4% of children rated as not 
ready at the end of the school year. Again, some teachers perceived 100% of their 
children as not being ready at both the beginning and end of the school year. Limitations, 
implications, and suggestions for future research were discussed.   
                                                                                                                        (169 pages) 
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  CHAPTER I 
INTRODUCTION 
 
 
 Kindergarten has evolved in many ways since its introduction to the United States 
in 1856.  When kindergarten began, the original philosophy focused on the whole child, 
the mind, body, and soul, and the active process of learning by doing. It was a place for 
children to develop the personality, discipline, and social skills required to thrive in 
school and society (Jeynes, 2006). Kindergarten was a transitional period when children 
prepared to go to school. Teachers helped children prepare for school by encouraging 
self-expression, helping them get along with others, and have fun learning (Bryant & 
Clifford, 1992).  
 Change came to kindergarten when it was integrated into the public schools in the 
late 19th century. The transition to public schools was laced with tension between 
kindergarten and first grade teachers. First grade teachers complained that the children 
coming into their classrooms could not pay attention or follow directions and 
kindergartens began to lose some of their old identity. However, both compromised in 
small ways to smooth over the integration. Kindergarten teachers began to concentrate on 
discipline and neatness, and first grade teachers attempted to coordinate some of their 
content with kindergarten and relaxed some of the rigid routines (Bryant & Clifford, 
1992). Kindergarten curriculum continued to be modified as the years passed. 
 As a view of today’s kindergartens comes into focus, there have been, and 
continue to be, significant changes. Federal involvement, such as the No Child Left 
Behind (NCLB) Act of 2001, has given academic content a much more prominent role in 
today’s kindergarten classrooms than social or emotional concepts (Hyun, 2003). In 
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attempts to level the playing field of kindergarten achievement and help children meet 
expectations, kindergarten has become a watered-down version of first grade (Bryant & 
Clifford, 1992). 
 Federal and state educational mandates, coupled with other factors, have led to 
pressure for schools to teach more children increased information at an earlier age 
(NAEYC, 1990). In addition, more and more teachers are feeling pressure to use direct 
instruction and teach to a test rather than use a child-centered approach to teach their 
students (Jeynes, 2006).  The transition from home to kindergarten is an important 
milestone in a child’s life and can be very stressful for young children, especially when 
demands are put on the children that are difficult to meet (NAEYC, 1990).  
  Teachers report that many of the children entering their classrooms have specific 
problems during the kindergarten transition. The level of competence that a child displays 
in academic, social, and emotional skills in kindergarten is a key predictor in later school 
success (Rimm-Kaufman, Pianta, & Cox, 2000). It is, therefore, imperative that children 
have a successful transition to school. Children in developmentally inappropriate (DI) 
classrooms showed more overall stress, particularly during transitions, times of waiting, 
and workbook or worksheet activities. Some forms of stress include nail biting, physical 
hostility or fights, tremors or tics, and nervous laughter. In contrast, developmentally 
appropriate (DA) classrooms, which meet the needs of individual children, promoted 
self-esteem and positive feelings toward school, produced less overall stress in children 
(Burts et al., 1992).  
 Developmentally appropriate practice continues the original approach of a child-
centered or whole-child curriculum allowing children to learn by doing and have fun 
 3
while learning. It also helps teachers to focus on social and emotional development as 
well as cognitive development. When a teacher understands the developmental stages of 
a child and takes that information into account, that teacher is better able to meet the 
child’s needs and a smoother transition occurs (Copple & Bredekamp, 2009).  
 Much attention has been placed on the child being prepared for school, while the 
school and home environment are just as much of an integral part of a successful school 
transition.  
 The current construct of readiness unduly places the burden of proof (of 
 readiness) on the child… many of the criteria now used as readiness measures are 
 based on inappropriate expectations of children’s abilities and fail to recognize 
 normal individual variation in the rate and nature of development and learning. 
 (NAEYC, 1990 p. 21) 
 The focus should shift from measuring the child’s level of readiness to the level of 
readiness that his or her environment displays. In short, it is important to not only ensure 
that children are prepared for kindergarten, but that kindergartens are prepared for 
children (Nelson, 2005). 
 Utah has 40 public school districts and 501 public elementary schools with at 
least one kindergarten class at each school (Public School Review, 2009). The number of 
teachers, kindergarten students, and parents, just in Utah, who are involved in the 
transition to school shows the importance of working for a positive introduction to 
school. It is important to understand the expectations of each of the individuals involved 
and the appropriateness with which those expectations are met. Teachers and parents do 
not always agree on the expectations that children should be held to upon entering 
 4
kindergarten (Esparza, 1998). This incongruence between the two parties most involved 
in a child’s education can be an added stressor as the child begins school.  Identifying 
kindergarten teachers’ views of the transition period is one step toward resolving 
discrepancies between teachers’ and parent’s expectations of the skills necessary for 
successful kindergarten entry.  
 This study explored Utah kindergarten teachers’ perceptions about children’s 
transition to kindergarten, as well as their beliefs and experiences with developmentally 
appropriate practice. It examined if there were significant changes between teachers’ 
perceptions of developmentally appropriate beliefs and practices and their perceptions of 
problems that children experience upon kindergarten entry at the beginning of the school 
year compared to the end of the school year.  It also explored if there were significant 
differences between teachers’ perceptions of the percent of children who were not ready 
for kindergarten at the beginning of the school year (pretest) as compared with the end of 
the school year (posttest). The research questions that guided this study are as follows: 
1. Do kindergarten teachers’ developmentally appropriate beliefs change from the 
beginning of the school year (pretest) to the end of the school year (posttest)? 
2. Do kindergarten teachers’ developmentally appropriate practices change from the 
beginning of the school year (pretest) to the end of the school year (posttest)? 
3. Do kindergarten teachers’ perceptions of the percentage of children who were not 
ready for kindergarten change from the beginning of the school year (pretest) to the end 
of the school year (posttest)? 
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4. Do kindergarten teachers’ perceptions of the percentage of children who had a 
difficult, moderately successful, or a successful transition to kindergarten change from 
the beginning of the school year (pretest) to the end of the school year (posttest)? 
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CHAPTER II 
LITERATURE REVIEW 
 
 
History of Kindergarten 
 
 
Kindergarten has gone through a long evolution since its inception in the mid- 
1800s. Even today there are still changes taking place across the United States; changes 
that act as a catalyst for debates on what should be happening in kindergartens. However, 
when one returns to the roots of kindergarten, it is easy to see the core beliefs about the 
education of young children and what kindergarten was truly designed to do.    
The idea of kindergarten began in Germany in 1837. Fredrick Froebel was the 
man who envisioned the philosophy behind kindergarten. He pictured four- and five-
year-olds as too immature and generally not ready to be required to fulfill the demands 
and academic rigidity of elementary education (Jeynes, 2006). However, he saw pre-first 
grade education as essential in helping children become “virtuous human beings” and 
finding school success in subsequent years of education. The ultimate goal of early 
childhood education was growth and maturity, a belief that grew out of his emphasis on 
integrity over knowledge.  Kindergarten, literally meaning “garden of children” in 
German, shows the concept that guided Froebel’s curriculum. Froebel believed that 
kindergarten curriculum should be developed and dedicated to developing the mind, the 
spirit, and the body all at the same time through play, outdoor experiences, music, 
movement, spontaneity, creativity, and independence (Bryant & Clifford, 1992). Froebel 
based his educational principles on unity or inner connection. He recognized the unity of 
an individual’s physical, intellectual, and spiritual powers and much of his curriculum 
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was developed with this in mind (Brosterman, 1997). He also recognized the importance 
of self-activity or free choice, “the spontaneous impulse of the child to explore and act 
motivated simply by intellectual curiosity” (Brosterman, 1997, p. 32).   
The establishment of kindergarten was founded on play.  Froebel acknowledged 
the essential role that play has in the way that children develop and often referred to it as 
the child’s work. Froebel’s goal in educating young children was to harness the natural 
activity of young children, thereby gaining the key to successfully making learning easier 
and knowledge more long lasting (Brosterman, 1997). He had discerned early on that 
play was not trivial, it was the most important thing that young children do and in an 
essay wrote:  
Play is the purest, the most spiritual activity of man at this stage, and is at the 
 same time, the [imitation] of human life as a whole,—of the inner, hidden, natural 
 life in man and all things. It gives, therefore, joy, freedom, contentment, inner and 
 outer rest, peace with the world. It holds the sources of all that is good. The whole 
 man is developed and shown in the plays of childhood. (Froebel, 1887, p. 55) 
Much of the kindergarten philosophy and curriculum has direct roots to this view of play.  
The recognition that Froebel gives play and his view that children were not just small 
unknowing creatures opened doors of acceptance for future researchers to study children 
near the end of the nineteenth century (Brosterman, 1997). 
Great educators and theorists had influenced Froebel in his philosophy for 
educating young children. Froebel went to teach at Pestalozzi’s school in 1805 and was 
greatly influenced by his experiences there.  “Many of Froebel’s ideas including his 
motto, ‘Let us live in an exemplary fashion for the benefit of our children’ are directly 
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traceable to Pestalozzi’s influence” (Brosterman, 1997, p. 22). Froebel gained a lot from 
his time teaching at that school and it seemed to spark his own individual knowledge of 
how children learn. An example of his individual understanding or theory of the 
progression of learning is shown in the subtle differences when comparing it to 
Pestalozzi’s theory of the progression of learning. “Pestalozzi’s teaching progressed as 
‘things before words, concrete before abstract’…. For Froebel teaching in the 
kindergarten was closer to “forms before things before words” (Brosterman, 1997, p. 22).  
Froebel was also influenced by the ideas of the theorist, Rousseau. As Froebel 
developed his kindergarten curriculum, he recognized the value of Rousseau’s notion of 
education through action and direct observation. This helped Froebel to form his concept 
of the kindergarten gifts. In forming the children’s garden, Froebel was able to implement 
and put into motion the revolutionary early educational system where teachers were no 
longer information dispensers but guides. He developed ideas and objects of teaching that 
allowed for Rousseau’s idea that “the child’s willpower becomes the agent of his 
education, as he learns by doing” to take hold and be put into practice (Brosterman, 
1997).  
Cognitive instruction in the kindergarten focused on training the senses and 
academic subjects inherent in nature. Froebel believed in the role of academics in the 
kindergarten classroom if presented in a certain way, what would today be called 
developmentally appropriate (Jeynes, 2006). Froebel recognized that exuberant curiosity 
is children’s most important learning asset. He developed twenty gifts and occupations to 
harness and direct this natural impulse and to maintain the impression that class work was 
mostly fun and games (Brosterman, 1997). He defined “occupations” as activities for 
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children that used materials for practice in various phases of a skill and “gifts” in turn, 
furnished the ideas for those activities (Jeynes, 2006).  
The gifts and occupations were the foundation of Froebel’s kindergarten 
curriculum. Children moved through the series of gifts once they had mastered the 
exercises and objects they were currently working on.  Each gift taught a skill that would 
be a prerequisite for the subsequent gifts. The first gift was six different-colored woolen 
balls to teach similarity, discriminations, and perception. Next a wooden sphere, cube, 
and cylinder to teach time, space, form, and motion. After that, moving on to a large cube 
divisible into eight smaller cubes to teach relationships and elementary mathematical 
concepts (Bryant & Clifford, 1992).  The children would progress to the final gift and 
occupation in the sequence, which was called peas work. This employed peas softened in 
water or small balls of wax as connectors for small sticks or toothpicks. Arriving at the 
end of the sequence was never a definitive end, but also a return to the beginning. This 
served as summations of all those skills preceding (Brosterman, 1997).  Through these 
gifts children were able to learn in hands on ways and by handling objects from the real 
world they were able to explore, create, and learn. 
In 1840, Friedrich Froebel opened the first universal German Kindergarten at 
Blakenburg, and, by the beginning of 1851, he had opened a training institute for 
kindergarten teachers. However, later that same year the Prussian court, fearing 
democratic insurgence, issued a decree prohibiting the teaching of kindergarten 
(Brosterman, 1997). Nevertheless, the banning arm of the Prussian court could only reach 
so far. The influence of Froebel’s kindergarten had already spread; it was well on its way 
to becoming a common institution throughout the world.  
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Froebel’s kindergartens had developed quite a following of teachers dedicated 
to furthering his ideas and philosophy of educating young children. “In 1859, Froebel’s 
protégé, Bertha von Marenholtz-Bulow, compiled a short list of “natural needs of earliest 
childhood” that would be satisfied with the kindergarten method: 
The kindergarten method satisfies 1. The need for physical movement, through 
gymnastic games that develop the limbs; 2. A child’s need to occupy oneself in a 
plastic fashion, through exercises that produce manual dexterity and develop the 
senses; 3. A child’s need to create through small tasks that develop one’s artistic 
faculties; 4. A child’s need to know or natural curiosity, engaging in observing, 
examining, comparing (which is how intellectual development is brought about); 
5. A child’s tendencies to cultivate and care for, through gardening and carrying 
out small tasks, which result in the development of the heart and conscience; 6. 
The need to sing, through games and songs, which produce the development of 
feelings and esthetic taste; 7. The need to live in society, through life in the 
kindergarten community: this mode of existence produces social virtues. 8. The 
deepest need of the soul: to find the reason behind things, to find God. 
(Brosterman, 1997, p. 30-31) 
 Others who were enthralled with the ideas of Froebel included the sisters Bertha 
and Margarthe Meyer, who first met Froebel in 1849. The elder sister, Bertha, was 
instantly converted to the ideas of the kindergarten. After she married, she and her 
husband opened kindergartens in Germany for two years before they immigrated to 
England. Margarthe soon joined them there to work in the kindergarten, and there she 
met her future husband, Carl Schurz, with whom she immigrated to Watertown, 
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Wisconsin. In 1859, she established the first American kindergarten (Brosterman, 
1997).  Three years later, Margarthe met Elizabeth Peabody who was an immediate 
kindergarten convert. She opened the first English-speaking kindergarten in Boston in 
1860. Elizabeth Peabody was also instrumental in opening the first public school 
kindergarten by 1873 in St. Louis. Kindergartens spread quickly, and by the 1880s there 
were hundreds of public kindergartens in schools throughout the United States (Bryant & 
Clifford, 1992).  
 
Current Kindergarten 
 
 
Kindergarten in the United States has significantly transformed since its 
establishment in 1856. The roots of today’s ideal educational philosophy can be traced to 
Vanderwalker, who, in 1908, gave the “new psychology" of William James and G. 
Stanley Hall credit for redirecting the educational world to the belief that “education is a 
process of development rather than a process of instruction; that play is the natural means 
of development during the early years; (and) that the child’s creative activity must be the 
main factor in his education” (Bryant & Clifford, 1992, p. 148). Today, developmentally 
appropriate kindergarten classrooms still allow for this type of philosophy of education 
focusing on play and developing the whole child (Copple & Bredekamp, 2009). 
However, federal and state educational mandates, coupled with other factors, have led 
some teachers to move far from this ideal where direct verbal instruction and completely 
structured learning is mainly what occurs within classrooms (Bryant & Clifford, 1992).  
Bryant and colleagues found that only 20% of kindergarten classrooms assessed met even 
minimal standards of developmental appropriateness (Bryant, Clifford, & Peisner, 1991). 
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It seems that, for most children, the kindergarten experience consists of a lot of time 
with rote learning, worksheets, and didactic instruction (Huffman & Speer, 2000). 
 One main cause for the diversion from developmentally appropriate practices in 
many of America’s kindergartens is the No Child Left Behind Act of 2001 (Hyun, 2003).  
In January 2001, George W. Bush signed the act in an attempt to reform the nation’s 
schools. Through this mandate, four principles were to take place during the reform: 
stronger accountability for results, expanded flexibility and local control, expanded 
options for parents, and an emphasis on teaching methods that have been (quantitatively) 
proven to work (Fact Sheet, 2001). 
 Standardized testing is not formally mandated to begin until the third grade, 
however, pressure to ensure that children are prepared to earn passing scores on the high-
stakes tests has caused an increased emphasis on the development of academic skills in 
the earliest years of schooling, a phenomenon termed by some as the “accountability 
shovedown” (Goldstein, 2007, p. 380). Currently all states have some standardized 
assessment of kindergarten students; this assessment most frequently occurs at the end of 
the kindergarten year, but it also takes place during and before entering kindergarten 
(Jeynes, 2006). There may not be formal demands coming from governmental mandates 
on kindergarten teachers to expect children to continually raise their level of performance 
and learn more information earlier, but there is frequently pressure coming from teachers 
of upper grades and administrators afraid of losing funding calling on kindergarten 
teachers to change their tactics to less appropriate ways of teaching in order to improve 
test scores (Fromberg, 2006).  Jeynes (2006) commented on the issue of testing being the 
spotlight of educators’ concerns when he wrote,  “focusing so much on test scores will 
 13
only undermine educational outcomes in the long run… ironically current practice 
likely undermines the goals it seeks to achieve and removes the moral and social 
foundation necessary for future personal and social success” (p. 1953). 
 The pressure to perform on yearly tests, and to teach more children increased 
information at an earlier age, has caused some teachers to use methods of teaching 
frequently in conflict with developmentally appropriate practice.  Direct instruction and 
“teaching to the test” have become the commonplace strategies in many classrooms 
(Jeynes, 2006).  Teachers have become merely deliverers of information and children are 
the receivers, thereby causing learning and success to be limited to performance on 
standardized tests (Hyun, 2003).  “Rather than ‘leveling the playing field’ for students, 
this narrow definition [of success] is more likely than ever to leave historically 
disadvantaged children even further behind” (Hyun, 2003,  p. 121). 
 
Qualified Teachers 
 
 
 Having qualified teachers employed in schools is a crucial part of a child 
receiving a superior education. Since enacting the No Child Left Behind Act, the 
definition of a qualified teacher has come into debate. A report from the Secretary of 
Education indicates that “verbal ability and content knowledge are the most important 
attributes of highly qualified teachers” (Cochran-Smith, 2002, p.379). The definition or 
criteria that a quality teacher must meet, under the NCLB, is to have a Bachelor’s degree, 
have full state endorsement or licensure and prove that they know each subject they teach 
(New No Child Left Behind Flexibility, 2004). In an attempt to meet the quality demands 
of No Child Left Behind, alternate route programs in which potential teachers of young 
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children need only pass the state teacher licensing exam, have become the “model” 
option (Hyun, 2003). The state licensing tests measure specific content and pedagogical 
skills, and knowledge for beginning teaching practice, however, there is nothing in the 
tests to gauge an individual’s disposition toward teaching or potential for success 
(Frequently Asked Questions About The Praxis Test, 2009). This streamlined approach 
has put teachers who were previously not qualified to teach young children into 
classrooms. The new definition of a “quality teacher” has been diluted to a point that it 
has the potential to immediately change unqualified teachers into qualified teachers. 
Cochran-Smith (2002) commented on this issue of passing a test to become a qualified 
teacher when she wrote,  
 A teacher who is ‘unqualified’ because of no experience in the classroom, no 
 courses in pedagogy, no knowledge of cultural differences, no study of how 
 people learn, no knowledge of human development, and so on, may with the 
 stroke of the pen that institutionalized the new federal definition be 
 instantaneously transformed into a ‘highly qualified teacher,’ provided he or she 
 passed a state teacher test. (p. 381) 
  As evidence of this precautionary statement, some teacher endorsement 
structures are changing from grades 1-6 to K-6 with no additional preparation in the area 
of kindergarten. Thus, teachers are instantly certifying to teach younger children without 
the training and understanding of developmentally appropriate practices and how younger 
children learn best (Hyun, 2003). This change contradicts the “view of a great many early 
childhood educators that the kindergarten year is worthy of special focus in its own right, 
not merely as the first of elementary school” (Copple & Bredekamp, 2009, p. xi).    
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 The discussion of quality teachers and the broad definition of what makes 
teachers qualified as articulated by the No Child Left Behind Act have direct implications 
for young children. Aside from learning pure academics, children also learn social and 
moral skills in school—what many term the hidden or implicit curriculum. In her article, 
Hyun (2003) commented, “Teacher educators… are increasingly troubled by this new 
definition, which will directly affect the hidden curriculum that usually has a stronger 
impact on learners’ learning than the explicit curriculum” (p. 120). As a result of teachers 
who are suddenly considered qualified, children may not gain all that they could from the 
underlying non-academic curriculum which may have longer beneficial effects for the 
child. This underlying non-academic curriculum includes teaching the child as a whole 
person, recognizing and meeting individual needs, and furthering children’s social and 
emotional development in addition to their cognitive development.  
 McClelland, Acock and Morrison (2006) substantiated claims that children’s 
learning-related skills, including self-regulation and social competence, contribute to 
early and later school success. Teachers need to understand more than just the content 
they are authorized to teach; they need to know how children learn and develop, how to 
teach and understand the whole child, and how to accommodate children from different 
backgrounds in one classroom. An unqualified adult hired to teach young children may 
find their practices lending toward direct instruction, rote memorization activities, and 
other inappropriate strategies more so than a teacher who understands the importance of 
using teaching strategies within the realm of developmentally appropriate practices 
(Hyun, 2003).  
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 Pressure to “succeed” and perform well on tests starts the moment a child 
enters the youngest grade, kindergarten. Children enter kindergarten with a wide variety 
of experience and backgrounds, and with varying skill levels. The responsibility and 
pressure teachers feel can be understood when one recognizes that they are required to 
teach the children a wide range of skills set forth by the core curriculum. States expect 
kindergarten teachers to teach their students not only to develop a strong sense of self and 
to read and write, but many other skills as well. The state of Utah has developed a core 
curriculum that specifies certain skills that must be attained by the child before entering 
the next grade. Each grade, kindergarten included, has core standards with objectives that 
must be met under each standard.  
 Schools are expected to make “adequate yearly progress” set forth by the No 
Child Left Behind Act. To ensure that these principles are realized, a course of action has 
been set forth for every state to follow. Each state is responsible for creating its own 
standards and tracking progress toward these standards. States set minimum levels of 
student performance improvement. As a baseline for these expectations, a state’s starting 
point is based on the performance of its lowest-achieving demographic group or the 
lowest-achieving schools in the state, whichever is higher. The bar is then set and each 
school’s level of achievement must meet the standard after two years to show that they 
are making adequate yearly progress. The bar is then raised at least once every three 
years (Questions and Answers on NCLB, 2004). To track achievement, tests are given to 
every child, every year. “School districts and schools that fail to make adequate yearly 
progress toward statewide proficiency goals will, over time, be subject to improvement, 
corrective action, and restructuring measures aimed at getting them back on course” 
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(Executive Summary, 2001, p. 1). If a school fails to make adequate yearly progress 
for two consecutive years, it will be labeled as needing improvement and parents are then 
given the option to transfer their child to a higher performing school at the district’s 
expense.  
 If a school does not meet expectations for three years, the school must also offer 
supplemental educational services, such as tutoring or remedial classes to low-income 
families one again using the district’s money (Executive Summary, 2001). If a fourth 
year of low performance occurs, the school must also take corrective action such as 
replacing certain staff or implementing a new curriculum. The fifth year a school does 
not make adequate yearly progress, they must initiate plans to restructure which may 
include reopening as a charter school, replacing all or most of the school staff, or turning 
over school operations to the state or to a private company with a demonstrated record of 
effectiveness (Questions and Answers on NCLB, 2004). Some experts believe it is 
counterproductive to reduce or mandatorily redirect funding for a struggling district when 
extra funding could help bolster the quality of the education that failing students need 
(Hyun, 2003). 
 The No Child Left Behind Act has many implications for kindergarten teachers, 
preschool teachers, and their students. “The current national K-12 standards and 
standardized assessment-driven education movement have begun to directly impact 
educators who work with children before they enter kindergarten. Many states are 
working on, or have already developed, standards for the preschool/prekindergarten 
level” (Hyun, 2003, p. 123). As of 2007, 75% of the states have developed standards for 
the years before kindergarten and the remaining states are in the beginning stages of 
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developing their own early standards (Copple & Bredekamp, 2009). The pressure 
brought on by the NCLB Act has caused many teachers to shift their focus from 
developmentally appropriate practices to more inappropriate ways of teaching young 
children. Entering school introduces children to new challenges and changes, many of 
which can be exacerbated and made more stressful by being in a developmentally 
inappropriate classroom. When a teacher is unable to focus on the whole child, things 
such as higher stress levels (Burts et al., 1992) and lower performance and decreased 
social interactions (Huffman & Speer, 2000) may occur, all of which stem from 
developmentally inappropriate practices.  
 
Developmentally Appropriate Practice 
 
 
 Having an understanding of the widely acknowledged standards for high-quality 
practice in early childhood education, known as developmentally appropriate practice, is 
foundational to the study of factors influencing teachers’ instructional preferences. 
Professionals who endorse a developmentally appropriate type of instruction demonstrate 
a child-centered approach, focusing on the development of the physical, social, 
emotional, and cognitive needs of their students (Parker & Neuharth-Pritchett, 2006). 
Developmentally appropriate practice (DAP) follows the construct of objectives first laid 
out by Froebel (1887) in meeting the needs of young children previously noted. This 
philosophy has guided professionals in the field of early childhood development long 
before it was formally termed developmentally appropriate practice in the 1980s. 
 The National Association for the Education of Young Children (NAEYC) 
published the official definition of developmentally appropriate practice and provided the 
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following positions of rationale for the position statement: “Children’s experiences 
during early childhood not only influence their later functioning in school but also can 
have effects throughout life” and “the preschool years are an optimum time for 
development of fundamental motor skills, language development and other key 
foundational aspects of development that have lifelong implications” (Bredekamp & 
Copple, 1997, p. 6). The statement gives even more startling research as evidence of the 
need to promote high-quality early-childhood programs in stating that only 15% of 
programs are providing good quality support for children’s health and social and 
cognitive development (Cost, Quality, & Child Outcomes Study Team, 1995 as cited in 
Bredekamp & Copple, 1997, p. 6). It goes on to show that  
 children from low-income families who participated in high-quality preschool 
 programs were significantly less likely to have been assigned to special education, 
 retained in grade, engaged in crime, or have dropped out of school. The 
 longitudinal studies, in general, suggest positive consequences for programs that 
 used an approach consistent with principles of developmentally appropriate 
 practice (Berreuta-Clement et al., 1984; Lazar & Darlington, 1982; Frede 1995; 
 Miller & Bizzell 1984; Schweinhart,  Barnes, &Weikart 1993; Schwienhart & 
 Weikart 1996; Schweinhart, Weikart, & Larner 1986 as cited in Bredekamp & 
 Copple, 1997, p. 6).  
 One can see that a child’s early experiences shape them in fundamental ways that 
should not be overlooked. The writers further substantiate the position of creating 
uniform standards of high quality for more children by providing research that show 
“children who attend good-quality child care programs demonstrate positive outcomes 
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and children who attended poor-quality programs show negative effects” (Bredekamp 
& Copple, 1997, p. 6). Researchers are probing for ways to increase the positive 
outcomes in children and to inform and guide educators in the field of early childhood. 
The authors affirm that “a growing body of research indicates that more developmentally 
appropriate teaching in preschool and kindergarten predicts greater success in the early 
grades” (Charlesworth et al.,1993; Frede & Barnett, 1992; Marcon, 1992 as cited in 
Bredekamp & Copple, 1997, p. 7).  
 The need for more early childhood programs has increased for a number of 
reasons, one of which is the growing recognition that early childhood experiences are 
beneficial to child development. Moreover, parents are enrolling their children in early 
childhood programs earlier. There has been an increase in both parents working outside 
of the home, with an increase in single mothers working outside of the home as well 
(Fromberg, 2006). Ninety-six percent of children five and six years of age attended 
school in 2002, compared to 84% in 1965 and 70-80% of these children have had one 
year of preschool. In addition 45% to 55% of these children have had two years of 
preschool experience compared to only 20.5% in 1970 (U.S. Department of Commerce, 
Bureau of the Census, 2002, as cited in Fromberg, 2006). Recognizing the increasing 
trend of more children participating in programs, NAEYC has continued to define 
circumstances and integrated principles that comprise developmentally appropriate 
practice. 
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Definition of Developmentally Appropriate Practice 
 
 
 Developmentally appropriate practice (DAP) recognizes and allows for the 
enormous normal variability both among children of the same chronological age and 
within individual children. Teachers must adapt to such variety within and among the 
children they teach. NAEYC’s definition of developmentally appropriate practices 
incorporates many dimensions of knowledge which guide policies and curriculum.  
 Those who implement DAP work within the framework of three significant types 
of knowledge. This knowledge includes what is known about how children develop and 
learn namely “age-related characteristics that permit general predictions about what 
experiences are likely to best promote children’s learning and development” (Copple & 
Bredekamp, 2009, p. 10). Also, knowledge of individual strengths, interests, and needs of 
each child in the group, the information practitioners obtain about each child has 
“implications for how best to adapt and be responsive to individual variation” (p. 10). 
Finally information about the social and cultural contexts in which children live, 
specifically the “values, expectations, and behavioral and linguistic conventions that 
shape children’s lives at home and in their communities” (p. 10). It is important for 
educators to understand those details in order to provide learning experiences that are 
meaningful, relevant, and respectful for each child and family (Copple & Bredekamp, 
2009). An understanding of these principles brings with it a perception that all of these 
factors affect the way a child learns and, in turn, should affect the curriculum taught. 
Educators must also acknowledge that these principles of development are dynamic and 
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continuously changing for the child which requires the teachers to continue to learn 
and develop as time goes on.  
 In a developmental approach to curriculum design decisions about what should be 
 learned and how it would best be learned depend on what we know of the 
 learner’s developmental status and our understanding of the relationships between 
 early experience and subsequent development. (Katz, 1995, as cited in 
 Bredekamp & Copple, 1997, p. 9)  
Developing appropriate ways of teaching children is a constant goal for educators. 
NAEYC has gathered 12 guiding principles, from which the umbrella of DAP has been 
developed, to aid teachers in designing suitable curriculum for young children. It is 
important to include the list of these empirically based principles in this review in order 
to give a clear understanding of the basis from which developmentally appropriate 
practice is gleaned. 
1. All domains of children’s development—physical, social, emotional, and 
cognitive—are important and they are closely interrelated. Children’s development and 
learning in one domain influence and are influenced by what takes place in other 
domains. 
2. Many aspects of children’s learning and development follow well- 
documented sequences, with later abilities, skills, and knowledge building on those 
already acquired. 
3. Development and learning proceed at varying rates from child to child as 
well as at uneven rates across different areas of each child’s individual functioning. 
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4. Development and learning result from a dynamic and continuous 
interaction of biological maturation and experience. 
5. Early experiences have profound effects, both cumulative and delayed, on 
a child’s development and learning; optimal periods exist for certain types of 
development and learning to occur. 
6. Development proceeds toward greater complexity, self-regulation, and 
symbolic or representational capacities.  
7. Children develop best when they have secure, consistent relationships with 
responsive adults and opportunities for positive relationships with peers. 
8. Development and learning occur in and are influenced by multiple social 
and cultural contexts. 
9. Always mentally active in seeking to understand the world around them, 
children learn in a variety of ways; a wide range of teaching strategies and interactions 
are effective in supporting all these kinds of learning.  
10. Play is an important vehicle for developing self-regulation as well as 
promoting language, cognition, and social competence.  
11. Development and learning advance when children are challenged to 
achieve at a level just beyond their current mastery, and when they have many 
opportunities to practice newly acquired skills.  
12. Children’s experiences shape their motivation and approaches to learning, 
such as persistence, initiative, and inflexibility; in turn these dispositions and behaviors 
affect their learning and development (Copple & Bredekamp, 2009, pp. 11-15).   
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 The authors also acknowledge that “no linear listing of principles, including the 
one [above], can do justice to the complexity of the phenomena that is child development 
and learning. While the list is comprehensive, it certainly is not all inclusive” (Copple & 
Bredekamp, 2009, p. 10). However, the brief list gives clarity to what appropriate 
practices takes into account. Early childhood professionals draw on these fundamental 
ideas when making decisions about their practice. They have a responsibility to meet the 
needs of each child as well as considering the environment and socio-cultural contexts 
that a child brings to the classroom. Ensuring that a teacher functions within the 
framework of these principles sets them on course for implementing developmentally 
appropriate practice (DAP), thus, offering a quality early experience for young children.  
 
 
Effects of Developmentally Appropriate Practice 
 
 
  The developmentally appropriate classroom has been shown to yield positive 
outcomes for children, and because early school experiences have an impact on later 
school success (Copple & Bredekamp, 2009), researchers have investigated the effects of 
developmentally appropriate classrooms, many times in comparison to developmentally 
inappropriate classrooms. Developmentally inappropriate classrooms generally include a 
majority of teacher-directed learning that involves rote memorization, drill-and-practice, 
lack of student choice, and lack of collaboration with peers. These strategies are directly 
tied to behaviorist theories of learning and leave little room for integration of content 
areas or hands-on, concrete learning experiences. Conversely, developmentally 
appropriate instruction is rooted in the cognitive learning theories of Piaget and 
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Vygotsky. These theories united produced the concept of constructivism, which 
suggests that learners construct their own knowledge based on interactions with their 
environment. In DAP classrooms, emphasis is placed on exploration of hands-on 
materials, integrated content areas, working with peers, and student choice (Parker & 
Neuharth-Pritchett, 2006).   
  Burts and colleagues (1992) investigated the effect of classroom types (DIP 
versus DAP) on observed activities and stress behaviors of 204 kindergarten children. 
Out of the 19 classrooms initially included in the study, 12 were chosen for further 
participation. Of those 12, six were classified as developmentally appropriate and six 
were developmentally inappropriate. Parental permission was obtained for 204 children, 
103 of which were in appropriate classrooms (46 males, 57 females; 27 black, 76 white; 
48 low SES, 55 high SES) and 101 children were in inappropriate classrooms (53 males, 
48 females; 53 black, 48 whites; 54 low SES, 47 high SES). Gender, race, and SES 
differences were considered in regard to classroom type because it was believed that 
these factors would have an impact on how children react to stress and that encouraging 
school experiences can help diminish stressful experiences for children already under 
other forms of stress. The researchers sought to give empirical evidence that exposure to 
inappropriate curriculum can have deleterious affects on children. 
 Teachers filled out a questionnaire that in turn gave the researchers a ranking of 
the appropriateness of their classrooms. To verify their rankings, teachers were rated by 
at least two independent observers. The teachers who showed congruence between the 
observations and the questionnaire were selected to continue in the study. Discussion of 
the Burts and colleagues (1992) study shows that children in developmentally 
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inappropriate classrooms exhibited more overall stress behavior than did children in 
developmentally appropriate classrooms. Moreover, boys in developmentally 
inappropriate classrooms displayed more total stress behaviors than boys in 
developmentally appropriate classrooms, there was no significant effect of classroom 
type found for girls. More stress behaviors were observed in developmentally 
inappropriate classrooms during waiting, transition, and workbook/worksheet activities. 
Stress behaviors included nail biting, physical hostility/fights, tremors or tics, and 
nervous laughter. As the researchers speculated, SES and race were found to have an 
affect on children and their stress levels. Low SES white children exhibited less stress 
behavior than their low SES black peers, regardless of classroom type. Additionally, 
black children in developmentally inappropriate classrooms showed more stress during 
whole group, waiting, and group transitions than white children in the same type of 
classroom. The results of this research support the author’s contention that 
“developmentally inappropriate educational programs are potentially harmful to young 
children” (p. 315).  
 A later study conducted by Hart, Yang, Charlesworth, and Burts (2003) 
investigated the relationship between child stress and the developmental appropriateness 
of kindergarten teachers’ classroom practices. Results of the study showed child stress 
from being in inappropriate classrooms was related to growth of child aggression, 
hostility, and hyperactive/distractible behavior. Children in developmentally appropriate 
classrooms were shown to gain in math abilities much faster than those children in 
inappropriate classrooms. Hart and colleagues (2003) suggested that growth trajectories 
beginning in kindergarten carry on into third grade. Dunn and Kontos’s (1997) review of 
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the research on DAP indicates the “effectiveness of DAP in benefiting children’s 
motivation, attitudes about school, and level of stress” (as cited in Schmidt, Burts, 
Durham, Charlesworth & Hart, 2007, p. 291). 
 Developmentally appropriate practice has been shown to have an affect on how 
children relate to others. Schmidt and associates (2007) investigated the impact of DAP 
on kindergarten children’s interpersonal relations. Two private schools known to endorse 
opposite guidance policies (one positive, the other negative) were chosen. Both schools 
had predominately white middle- and upper-SES populations. A kindergarten teacher 
whose guidance strategies were parallel to the school’s philosophy was selected from 
each school. Observation and the use of the Checklist for Rating Developmentally 
Appropriate Practice in Early Childhood Classrooms as a measure of the type of guidance 
used in the classroom verified that “the two teachers contrasted sharply in their use of 
guidance strategies” (p. 293). 
 The teacher who used positive guidance (PG) worked at a school with 397 
students, grades pre-K through 12. Her kindergarten class had 14 students and was one of 
three in the school. Activities incorporated building with big blocks, painting hand prints, 
and playing in a housekeeping center. Redirection was a frequently used strategy for 
misbehavior. “The teacher’s interactions with the children included offering children 
choices of activities, coaching children through conflict situations, and friendly 
conversation” (Schmidt et al., 2007, p. 293).  The teacher employing negative guidance 
strategies (NG) taught in a school with 338 students, grades pre-K through 12. Her 
kindergarten class was the only one in the school and contained 23 children. Most of the 
activities in this classroom were teacher-directed and there was an inflexible teacher 
 28
determined time frame for independent activities. “The teacher frequently criticized the 
children’s behaviors in a tone of voice that conveyed authority” and when children 
disobeyed or did not follow directions their names were written on the board, they were 
sent to the principal’s office, or they lost recess privileges (p. 293).  The first classroom 
clearly endorsed a child-centered approach, which is in line with developmentally 
appropriate practice, while the second relied mainly on a teacher-directed approach, 
consistent with inappropriate practice.  
 Three dyads of kindergarteners were selected from each classroom, and paired 
boy-boy, girl-girl, and girl-boy, for a total sample of 12. In order to get a more 
representative sample, zip-codes for each dyad were matched for each child in both 
classrooms. For example each child from the girl-girl dyad in the PG class would have 
the same zip-code as the NG class. The researchers designed a portable play-school the 
children could play in. The researchers then observed and recorded the children’s 
interactions over the course of three months. Findings revealed an overall decrease in 
positive social behaviors for the children in the negative guidance classrooms, but an 
increase in positive social behaviors from those children in the positive guidance group 
(Schmidt et al., 2007).  
 Children were also asked to answer hypothetical questions about what they would 
do in social situations. When the children from the positive guidance group were asked 
“What would you do if a friend got hurt on the playground?” They uniformly answered 
that they would try to help their friend by getting a Band-Aid, consoling him/her or 
staying with him/her until s/he felt better. When asked the same question, children from 
the negative guidance group uniformly answered that they would “go get the teacher” 
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(Schmidt et. al., 2007, p. 297). Responses expose interesting underlying, non-academic 
skills being learned in the abundance or lack of appropriate models in each classroom. 
Children from the positive guidance group were learning to be more autonomous and 
problem solve, whereas the negative guidance group was dependent on the teacher for 
what to do. These attitudes carry over into the next question the researchers asked the 
children about class decision-making. PG children spoke of making rules as a class and 
voting on some activities. On the other hand, the NG dyads did not know what it meant to 
vote and recognized the teacher as the only one to make the rules, and that rules 
translated into “things they couldn’t do” (Schmidt et al., 2007, p. 298). 
 The authors contend that “negative classroom management techniques leave 
children void of the repertoire of skills needed to interact with peers successfully and to 
manage conflict” (Schmidt et al., 2007, p. 298). This research gives empirical evidence of 
how a teacher’s choices of guidance strategies influences children’s social and moral 
development. How children anticipate being treated and how they treat others is, in part, 
formed in early childhood settings. This research gives support for this idea and 
illustrates that DAP environments allow for children to be part of a “community of 
learners” where their ideas and opinions are valued (Copple & Bredekamp, 2009, p. 16).  
 Research on DAP has also been shown to have an impact on a child’s academic 
achievement. Huffman and Speer (2000) investigated this subject and the effects that 
DAP has on specifically at-risk kindergarteners and first graders attending urban schools. 
Their investigation included 113 children from 28 classrooms, with 66 in kindergarten 
and 47 in first grade. Most children were from low-income families with 71% of families 
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reporting earning less than $12,000 per year and 99% report being of an ethnic 
minority group.  
 Each child was given an academic assessment near the beginning of the school 
year and again near the end of the school year. The researchers used the Woodcock-
Johnson Psycho-Educational Battery-Revised to test the children on letter and word 
identification, symbolic learning, mathematical calculations such as basic and advanced 
addition and subtraction, and ability to solve practical problems using simple counting 
and calculations (Huffman & Speer, 2000). Results indicated that children whose 
teachers used developmentally appropriate teaching strategies performed significantly 
higher on the assessment in the spring semester than the comparison group who were 
exposed to low DAP experiences.  
 The 28 classrooms that participated in the study were observed to determine the 
structure and teaching process of the classroom environment. Using the Assessment 
Profile for Early Childhood Programs, the classrooms were divided into two groups, low-
DAP or moderately DAP; none of the classrooms were considered high DAP. Results of 
a repeated measure MANOVA showed statistically significant interactions for DAP level 
and semester, which points to the argument that DAP does improve children’s academic 
achievement, specifically for at-risk populations of children. Huffman and Speer (2000) 
assert that “this research…offers evidence that optimizing the quality of the learning 
context with methods grounded in knowledge of child development can increase 
children’s academic achievement” (p. 182). 
 In addition to the short-term positive effects of DAP on at-risk populations of 
children discovered by Huffman and Speer (2000), they also point to a study which 
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uncovered positive long-term effects of DAP that include higher rates of high school 
graduation, fewer arrests and acts of misconduct, and higher monthly incomes 
(Schweinhart & Weikart, 1997). In an article by La Paro, Rimm-Kaufman, and Pianta 
(2006) the importance of Huffman and Speer’s (2000) work is noted, “Taken together, 
these findings show the relation between children’s classroom experience and social and 
academic outcomes for children in the earliest years of school” (p. 190).  
 Exploration by La Paro and associates (2006) focused on the role of teachers and 
how emotional and instructional support and teacher sensitivity relate to teaching formats 
and children’s engagement. With knowledge of the influence that teacher practices have 
on a child’s school experiences and the subsequent academic and social outcomes, La 
Paro and colleagues aimed to discover the stability and change of classroom experiences 
through observational based measures. Researchers gathered longitudinal data from the 
NICHD Study of Early Child Care (1996). One hundred ninety-four children and their 
teachers were included in the study sample representing urban, suburban, and rural areas 
in Arkansas, North Carolina, and Virginia. Both kindergarten and first grade mean class 
sizes were 20, and had an average of one paid aide per classroom. The majority of 
kindergarten and first grade teachers were female (98% kindergarten, 97% first grade) 
and 95% of both kindergarten and grade teachers were White. Years of teaching 
experience ranged from .5 to 35 years (mean of 14 years) and 1 to 36 years (mean of 13 
years) for kindergarten and first grade teachers, respectively. The sample included 95 
male and 97 female children, 164 were White, 24 were African American, and 4 were 
from other ethnic groups.  
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 Observations conducted give information about learning formats, teacher 
activities, child’s engagement, teacher sensitivity, classroom quality, and emotional and 
instructional support for learning. Researchers used an observational coding system to 
determine the quality of the classroom and analyzed the data to determine characteristics 
of stability and change that children experience in the quality of early education. The 
coding system used depicts a quality classroom as one including the teacher having 
planned activities, but the child (to a degree) deciding on his/her level of participation in 
those activities; the teacher interacts individually with the child as well as in small and 
large groups; child participates in reading aloud, writing in a journal, participation in a 
game, or talks with the teacher or a peer about the current activity; teacher uses a child-
centered approach taking into account the child’s needs, moods, interests, and 
capabilities; pleasant conversation, spontaneous laughter, exclamations of excitement 
occur; children are allowed to take on responsibility and are given quality constructive 
verbal feedback that focuses on the process rather than the product and does not over-
emphasize correctness (La Paro et al., 2006). 
 Results of paired t tests indicate a difference in learning formats between 
kindergarten and first grade. Kindergarten children spent more time in centers, free time, 
and transitions than first grade children. Kindergarten children were also exposed to more 
academic and social skills than were first grade children (21% versus 9% of the 
observational interval). Overall, children spent very little time being taught social skills. 
In addition, findings show a significant decrease in the amount of time children are taught 
social skills from kindergarten to first grade. Results indicated no differences in teacher 
responsiveness; both kindergarten and first grade teachers were rated as moderately high 
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in sensitivity and low in intrusiveness and detachment. Conversely, first grade teachers 
were rated lower than kindergarten teachers on evaluative feedback, instructional 
conversation, and supporting child responsibility in their classrooms (La Paro et al., 
2006).  
 La Paro and colleagues’ (2006) study demonstrates that children experience more 
change and less stability as they transition between kindergarten and first grade. Children 
experience significantly more structured activities, more seatwork, less center time, less 
explicit academic teaching, without the increase in quality of instruction as they transition 
into first grade. In addition, first grade teachers have lower levels of developmentally 
appropriate beliefs and practices than kindergarten teachers. The researchers note the 
high degree of variability and lack of uniformity and stability in early childhood 
environments and the remarkable range of policies that affect the kindergarten climate. 
The authors raise the question of whether this shift toward more structure is useful and 
effective for children and if schools and teachers are prepared to help children achieve 
academic competence. They conclude by stating that high-quality instructional support 
for children should be a priority in order to ensure learning environments are well-suited 
to the learning needs of young children (La Paro et al., 2006).  
 
Teachers’ Developmentally Appropriate Beliefs Versus Practices 
 
 
 Developmentally appropriate practices emphasize the developmental level and 
learning style of the whole child. NAEYC guidelines assert that “children learn actively 
through physical and social experiences to construct their own understanding of the world 
around them” (Parker & Neuharth-Pritchett, 2006, p. 66). One might presume that 
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teachers trained in appropriate early childhood teaching strategies would have strong 
beliefs in DAP and strive to provide physical and social experiences to benefit those 
children they teach. Nevertheless, observation and research have shown that many 
teachers claim to believe in DAP, but their actual practices are not consistent with what 
they believe to be the best practices. In other words some teachers talk the talk of 
developmentally appropriate practice, but are not necessarily walking the walk.  
 A study conducted by Parker and Neuharth-Pritchett (2006) provides an example 
of the gap that exists between beliefs and practices. The authors stated:  
 Research generally supports the use of developmentally appropriate practices with 
 young children, however, there is often a discrepancy between what the research 
 indicates and the philosophies of early childhood educators, which tend to be 
 developmentally appropriate in nature, and their actual teaching practices, which 
 tend to be developmentally inappropriate for young children. (p. 65)  
These researchers were interested in teachers’ beliefs about instructional practices and the 
factors that shape the education they provide and those factors that might account for the 
inconsistencies in their beliefs and practices.  
 The context of Parker and Neuharth-Pritchett’s (2006) study is the current period 
of high-stakes testing and the accountability that has engulfed the United States. They 
assert that outside factors such as pressure from upper grades and curriculum constraints, 
are adversely affecting teachers’ choices in the experiences they offer their students. 
Children are spending less time at recess and the arts and are facing more didactic 
teaching and workbook-based reviews as their teachers strive to get them ready for the 
next grade. All of the kindergarten teachers in the study, regardless of their instructional 
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approaches, believed kindergarten is becoming more academic in nature. Each of these 
changes point to the issue of teachers finding it increasingly more difficult to implement 
developmentally appropriate instruction, even though they believe it to be critically 
important.  
 The 34 kindergarten teachers in the sample represented seven schools in a rural, 
southeastern U.S. school district. The total population of the area at the time of the study 
was 40,344 with African Americans making up 13.5% of the population, 19% were of 
non-European descent, and 13.3% of the residents lived below the poverty line. The 
participants’ experience ranged from 1 to 32 years with an average of 11.94 years, and an 
average of 7.57 years of teaching kindergarten. Of the 34 teachers, 18 had bachelor’s 
degrees and 16 had a master’s degree; all 34 were female; 33 were Caucasian and one 
was African American. The teachers were involved in surveys, interviews, and 
observations, and from these three groups of teachers were identified: child-centered 
(developmentally appropriate), teacher-directed (didactic), and mixed approach (using 
both techniques). The perceptions of each of these groups were discussed according to 
four factors that were thought to shape teacher’s instructional practices: the shift to a 
more academic kindergarten, the pressure from their peers, their perceptions of teacher-
directed instruction, and their perceptions of child-centered instruction (Parker & 
Neuharth-Pritchett, 2006).   
 All of the teachers noted a significant change from a developmental focus to an 
academic focus. One teacher said, “I think it is what 1st grade used to be” (Parker & 
Neuharth-Pritchett, 2006, p. 71). Interestingly, it was discovered that teachers in the 
child-centered group felt they had control over their curriculum, but, on the other hand, 
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also reported feeling more pressure from first grade teachers to get the children ready 
to move on to the next level. Conversely, teacher-directed teachers did not report feeling 
pressure from teachers in upper grades and also reported feeling that they had no control 
over their curriculum. The authors conclude that “when teachers perceive they have the 
professional freedom to make instructional decisions, they will use child-centered, 
developmentally appropriate strategies” (p. 75). It is important to note that many teachers 
from the three categories of instructional practices felt that all students benefit from 
child-centered practices. Disappointingly, this belief did not translate into child-centered 
classrooms. One teacher described it best when she said, “I think all children benefit 
more from a child-centered approach, but we have to do teacher-centered to get them 
ready for 1st grade” (p. 75). The authors further contend that the more developmentally 
appropriate a classroom is, the more pressure the teachers feel and this is a cause for 
concern. This demonstrates the increased burden that many teachers feel to teach children 
more information at younger ages and many seem to resort to practices that are frequently 
in contrast to what they know is developmentally appropriate for young children.  
 Nelson and Smith (2004) investigated teachers’ perceptions of DAP and what 
effect this knowledge has on their practices. They demonstrated that teachers can benefit 
significantly from training and support on how to adopt developmentally appropriate 
beliefs and implement practices in line with those beliefs in the midst of resistance and 
adversity. After the 30 master’s students in Michigan completed courses designed to 
teach them about DAP and how to implement DAP in their classrooms, there was a 
significant shift toward developmentally appropriate practice. The driving force of this 
study came from the recent focus on academics in early childhood education and the goal 
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to help teachers meet the current standards using developmentally appropriate 
instruction in their classrooms. The researchers set out to show the effectiveness of a set 
of core courses intended to raise a teacher’s awareness and use of DAP.    
 The master’s students were first exposed to research and literature about DAP and 
its effectiveness. Students became familiar with the value and the theories behind their 
own teaching styles and practices. The next step in the program was an intensive 
curriculum workshop where students were exposed to developmentally appropriate 
activities, material, and methods. The master’s students then took this information and 
directly applied it in their classrooms. The last course taught the students to disseminate 
important information to impact people’s thinking, systematically analyze problems, and 
to be creative when solving problems in order to overcome obstacles to change in their 
schools. Each student completed a survey about their teaching practices before and after 
taking the sequence of courses. As the researchers anticipated, results show a significant 
increase in the frequency of using developmentally appropriate practices upon 
completion of the courses. Nelson and Smith (2004) noted that these results were 
consistent with other research on early childhood teachers’ practice (Parker & Neuharth-
Pritchett, 2006). Teachers were more likely to respond that they employed 
developmentally appropriate practice in a self-report format. Observation of the teachers 
may reveal some incongruence, however. Nelson and Smith (2004) attributed any 
inconsistencies to environmental constraints that may prevent teachers from fully 
implementing DAP. The researchers declared, “These results provide evidence that we 
have helped our students increase their awareness and understanding of developmentally 
appropriate practice” (p. 77).  
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 This study demonstrates an important step in aligning teacher’s belief with their 
practices. The researchers conclude with this statement:  
 There may be substantial environmental, cultural, and administrative 
 constraints that prevent early childhood educators from practicing what they 
 believe. Early childhood educators have a fair amount of content knowledge and 
 understanding  about developmentally appropriate practice. What they need to 
 gain from professional development programs are confidence and support to do 
 what is best for young children. (Nelson & Smith, 2004, p. 77)  
Many teachers who believe in developmentally appropriate practices, but do not actually 
teach within those beliefs, attribute the inconsistency to the lack of confidence in 
knowing how to implement DAP, and viewed that implementation as more difficult 
(Parker & Neuharth-Pritchett, 2006). By being given the tools, understanding, and 
confidence in using DAP, teachers can enter the world of standardized high-stakes testing 
and marked achievement armed to protect a child’s right to learn in an appropriate 
environment.  
 
Kindergarten Transition 
 
 
  Kindergarten is under attack from many angles, and probably the most criticized 
aspect is the role or duties kindergarten is expected to fill.  
 It is no longer expected to serve simply as a bridge between children’s early 
 educational experiences and the rigors of ‘real school’ or allowed to function as a 
 unique learning environment separate and different from the elementary grades 
 that follow it. (Goldstein, 2007, p. 378)  
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Over and above the valued goals of helping children develop cognitively, socially, 
emotionally, and physically, kindergarten is now responsible for starting the process of 
preparing children to succeed on high-stakes standardized tests.  
 Kindergarten is now the springboard from which young children are expected to 
dive into demonstrating knowledge and learning on a one-size-fits-all test and observing 
that a good test score is the most important sign of success and the ultimate goal. This is 
surely not what any educator would want for any child. Nevertheless, the intense focus on 
testing that many children are experiencing in schools is not leaving room for much else 
(Fromberg, 2006; Parker & Neuharth-Pritchett, 2006). In today’s kindergarten climate, 
there seems to be a separation between what is appropriate practice and rigid academic 
skills. Some researchers suggest that there is room for both. “Froebel, the founder of 
kindergarten, supported a role for academics in the kindergarten classroom; however, he 
believed that they should be presented in what today would be called a developmentally 
appropriate way” (Jeynes, 2006, p. 1941).  Even though kindergarten teachers’ ability to 
base their decisions about what to teach on what they know to be developmentally 
appropriate has been severely limited, many teachers have sought to rise to the challenge 
of meeting the new mandated standard by continuing to implement developmentally 
appropriate practices. Goldstein (2007) asserted “the multitude of publications describing 
ways to use DAP to teach mandated standards implies that many early childhood teachers 
are searching for strategies that will help them respond to the new expectations in 
responsive, effective ways” (p. 380). 
 An investigation by Parker and Neuharth-Pritchett (2006) has revealed that 
teachers make instructional choices from a variety of approaches, including teacher-
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directed and child-centered. Nelson and Smith (2004) have shown that with proper 
support and instruction, teachers have the confidence to make appropriate decisions when 
implementing curriculum. Additionally, Graue (2006) maintained that teachers “can have 
standards for learning without standardizing [their] teaching” (p. 8). Fromberg (2006) 
offered further insight into the resolve of some teachers to stand up for what they know to 
be best for children:  
 Kindergarten teachers have responded in different ways to the focus during the 
 past 5 years on tying teaching to specific state learning standards. Some 
 administrators and teachers emphasize using scripted, ‘proven’ programs, the use 
 of narrow skills, and memorizing information in order to prepare children to 
 achieve high scores on standardized tests. Nevertheless, many kindergarten 
 teachers meet state learning standards by continuing to include an emphasis on 
 intellectual pursuits, building a democratic community, participating in the arts, 
 constructions, socio-dramatic play and active experiences in an intense language 
 environment where children have reasons to use literacy and mathematical skills. 
 (p. 70)  
 The current context of early childhood education presents an enormous challenge 
for teachers. As Parker and Neuharth-Pritchett (2006) have shown, many teachers find 
themselves in similar situations of pressure, however, it is up to them to decide the effects 
the federal mandates will have on the nature of their classrooms.  
 Kindergarten teachers must recognize their own contributions to the system. They 
 must become powerful advocates for themselves, their students, and their 
 programs; this enables teachers to evaluate proposed changes in curriculum and 
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 other practices that might put children’s development at risk. (Graue, 2006, p. 
 10)  
Researchers have shown that it is possible to meet the standards set forth by government 
and administrators using developmentally appropriate practices.  
 A teacher choosing to implement developmentally appropriate practice despite 
pressure to teach increased academics is an example of a classroom that is ready for 
children. Much of the focus has been on making sure children are ready for kindergarten, 
while it is just as important for the child’s environment to be conducive to a child’s 
successful transition to school.  Nelson (2005) conducted a study to ascertain the impact 
of ready environments on achievement in kindergarten. A stratified cluster sampling 
technique was used to insure representation from a variety of social class levels, regions, 
racial backgrounds, metropolitan areas, and school types and sizes, thus creating a 
nationally representative sample of 23,000 kindergarten children. Participants were rated 
on several aspects including: risk factors, home learning activities, preschool attendance, 
reading achievement, mathematics achievement, and approaches to learning. Approaches 
to learning assessments determined how motivated and interested a child was in learning.  
Two-way MANOVAs, were conducted, using the reading, math, and approaches to 
learning scores as the outcome variables. Each test explored the effects of being high-risk 
with one of the intervention variables (home learning activities and preschool 
attendance).  
 Results indicated that children from homes with high levels of learning activities 
scored higher on mathematics and reading than children from homes with no learning 
activities. Children in homes with learning activities also scored higher on the approaches 
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to learning assessments which indicates a higher level of persistence, motivation, and 
interest in learning. Moreover, children who attended preschool had higher math and 
reading scores than those children who did not attend preschool. In general, children with 
risk factors scored lower on math, reading, and approaches to learning than children with 
no risk factors. The author notes that “internal motivation to learn has an influence on 
achievement in all areas. Children who are intrinsically motivated to learn will persist 
when faced with academic challenges” (Nelson, 2005, p. 220). Parents are the first model 
of this and a teacher who understands and uses developmentally appropriate teaching 
techniques can build a bridge of communication between school and the child’s home in 
order to protect and cultivate the intrinsic motivation to learn. Lastly, not only is it 
important for children to experience a stimulating environment at home as they start to 
spend the majority of their days at school, it is imperative to ensure the environment at 
school is also providing developmentally appropriate experiences.  
 While most children are able to navigate successfully through the transition 
process, some children have not learned the self-regulation and social competence skills 
to ensure their success in school. Research has shown that children who enter school 
without these skills are at a much higher risk for peer rejection and low levels of 
academic achievement. A study conducted by McClelland and associates (2006) explored 
kindergarten learning-related skills and the effects on reading and math trajectories from 
kindergarten and sixth grade, with particular interest on how children with low levels of 
learning-related skills performed. The authors describe learning-related skills as a “set of 
skills that are important for children to achieve academically and include self-regulation 
and aspects of social competence (responsibility, independence, and cooperation)” (p. 
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472). Behaviors such as self-control, staying on task, organizing work materials, 
working independently, listening and following directions, and participating 
appropriately in groups are all examples of learning-related skills. Data were collected 
from 538 children in Greensboro, NC; 51% of the children were Caucasian, the other 
49% were African American; 51% were male and 49% were female. Children entered the 
study at the beginning of kindergarten and were followed throughout elementary school, 
leaving the final sample size at 260 due to attrition. The children were tested on math and 
reading skills between kindergarten and sixth grade.  
 The initial hypothesis was that learning-related skills in kindergarten would 
influence math and reading capabilities throughout elementary school. Findings 
confirmed this hypothesis, showing that learning-related skills indeed had a unique effect 
on children’s reading and math scores and predicted growth in those scores between 
kindergarten and second grade after controlling for background variables, such as child 
IQ, age, ethnicity, and maternal education. Moreover, children with poor learning-related 
skills in kindergarten performed lower on measures of math and reading than higher-rated 
peers between kindergarten and sixth grade. The gap widened between kindergarten and 
second grade and then persisted, but did not widen, between third and sixth grade.  The 
authors asserted the  
 predictive nature of learning-related skills to academic achievement is especially 
 critical in a climate that has increasingly focused on children’s cognitive and 
 literacy skills in the assessment of school readiness, although [government] 
 initiatives aim to increase academic success, it is important not to lose sight of the 
 predictive role played by learning-related skills. (McClelland et al., 2006, p. 482) 
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As earlier research has shown, children must know much more than how to read. The 
results of this study show that there are important requisite skills to learning academic 
concepts and without those preparatory skills, children may not reach their full potential 
in the academic environment. Kindergarten needs to be a place where children are given 
the opportunities to learn and master learning-related skills in order to set them up to 
succeed throughout their schooling.  
 Stress can occur during the kindergarten transition for every child, even the most 
advantaged, especially when parents and teachers place demands on children that are 
difficult to meet (NAEYC, 1990).  Unfortunately, teachers and parents sometimes 
disagree on what should be the priority of what is taught in kindergarten, which can cause 
more stress for the child. Knudsen-Lindauer and Harris (1989) examined the different 
expectations that teachers and mothers and fathers may have regarding what specific 
skills children should poses upon kindergarten entry and what specific skills should be 
emphasized during the kindergarten experience. One hundred forty-six kindergarten 
teachers and 436 parents (109 fathers and 109 mothers of girls, 109 mothers and 109 
fathers of boys) participated in the study. The sample was obtained from two large school 
districts from a Western state and represented urban and suburban areas, a wide range of 
socioeconomic levels, and a relatively diverse ethnic population. The teachers’ ages 
ranged from 23 to 58 years of age; they were predominately Caucasian (96.4%), female 
(92.8%), and well-educated (62.5% had earned master’s degree), and 89% had children 
of their own. Parents’ ages ranged from 24 to 56 years and the majority were Caucasian 
(79.8%).  Teachers were given a survey to fill out, and parent surveys (one survey for 
each father and one for each mother) to give to one girl and one boy randomly selected 
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from his or her class. The survey questions ascertained the expectations of skills the 
child needed to have before entering kindergarten and also asked the participants to rate 
the importance of different skills children should learn in kindergarten. The surveys were 
distributed in January so the “parents and teachers would have the necessary time to 
develop a frame of reference regarding their current experiences with kindergarten 
programming” (Knudsen-Lindauer & Harris, 1989, p. 54).  
 The researchers found that out of the thirteen skills and abilities listed, all three 
groups agreed that listening, feeling confident, and following directions were the most 
important skills and abilities a child should poses as s/he enters kindergarten. Priorities of 
teachers and parents then differed. Teachers ranked independence and curiosity as being 
more important, whereas, mothers and fathers believed counting, writing, and reading 
were more important skills to have when entering kindergarten. Despite similarities found 
in the ranking of skills before kindergarten entry, there were more significant differences 
found in the priorities of the skills that should be taught during kindergarten. Out of the 
ten skills listed to be ranked, all three groups rated listening and confidence as the top 
two most important skills. However, the differences began to arise with teachers 
believing that social/emotional skills were of peak importance while parents thought that 
intellectual skills were most important (Knudsen-Lindauer & Harris, 1989).  
 The incongruence between teachers’ and parents’ priorities in kindergarten may 
cause unnecessary stress on the child as they transition to school. If different skills are 
being emphasized at home and at school, the child may struggle to determine which skills 
are most important. The authors call for increased dialogue between teachers and parents, 
as well as parent education programs to create similar goals. “Continuity and clarity of 
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goals are imperative, not only between parents and teachers, but between mothers and 
fathers as well” (Knudsen-Lindauer & Harris, 1989, p. 59).  
 Not only is it important to increase dialogue between parents and teachers about 
what should and what is being taught in kindergarten, but also about perceived problems 
that teachers notice children may be having during the kindergarten transition. Work by 
Rimm-Kaufman and associates (2000) looked at teachers’ judgments of the types and 
frequency of problems children present upon entering kindergarten. Perhaps the most 
noteworthy finding of this study is  
 the fact that teachers perceive and report that almost half of entering kindergarten 
 children demonstrate major or minor problems in adjusting demonstrates the 
 qualitative shift as children leave preschool and enter kindergarten [and] the 
 shifting expectations from socially oriented preschool goals to academically 
 oriented kindergarten goals, an emphasis that has become greater in recent years 
 as expectations for students’ performance have risen. (Rimm-Kaufman et al., 
 2000, p. 161)  
 The participants included a large, nationally representative sample of 3,595 
kindergarten teachers. Of the teachers who responded, 46.5% had a master’s degree or 
higher, an average of 11.5 years of experience of teaching kindergarten, with 1.1 year of 
experience below kindergarten and 3.5 years above. The national sample of kindergarten 
teachers included 79.8% non-Hispanic White; 7% non-Hispanic African American and 
5% Hispanic, with 9% indicating they were of other ethnicity. Classrooms consisted of an 
average of 22.2 students, of which 60.4% were non-Hispanic White, 18.4% were non-
Hispanic African American, and 14.6% Hispanic children. About 50.3% of the children 
 47
in the included classrooms qualified for reduced-price or free lunch (Rimm-Kaufman 
et al., 2000).  
 Teachers were asked to fill out the Transitions Practices Survey (NCEDL) which 
gathered information about specific problems they observed and the prevalence of those 
problems in their current classroom of children. In addition, the survey asked teachers to 
indicate their general perceptions of how children transition to kindergarten. Teachers 
indicated that only 52% of children experienced a successful entry into kindergarten, 
while 32% of children had moderately successful entries characterized by some 
problems, and 16% of children had difficult entries to kindergarten characterized by 
serious concerns or many problems. Additionally “over one third  of the teachers reported 
that about half the class or more entered kindergarten with specific problems, including 
difficulty following directions, lack of academic skills, disorganized home environments, 
and difficulty working independently” (Rimm-Kaufman et al., 2000, p. 155).  
 The highest ranking problem was difficulty following directions, with 46.16% of 
teachers reporting that half their class or more struggled with this problem as they entered 
kindergarten. The authors conclude that 
 the high rate of teacher-perceived adjustment problems may reflect a poor “fit” 
 between children’s competencies and aspects of the kindergarten classroom 
 context, including teachers’ expectations and classroom demands. These findings 
 call attention to the need to better align children’s competencies, their home 
 environments, and their kindergarten teacher’s expectations during this period of 
 school entry. Furthermore, they highlight the importance that kindergarten 
 teachers view children as individuals with distinctive sets of preschool 
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 experiences, cultural values and skills rather than on a one-dimensional scale of 
 “readiness.” (Rimm-Kaufman et al., 2000, p. 163)  
 
Conclusion 
 
 
 Kindergarten has gone through many changes since Froebel organized the first 
garden of children. As kindergarten has evolved, more demands have been placed on 
teachers and children. These demands have added to the stress of the transition to school 
for teachers, parents, and children. This literature review has shown how using 
developmentally appropriate practices in the classroom can ease the stress of the 
transition process. A key piece of a successful transition is the teacher believing in DAP 
while also implementing those beliefs in the classroom. In order to meet the added 
demands placed on them, research has shown that many teachers who profess to believe 
in developmentally appropriate strategies resort to less appropriate ways of teaching 
children including a majority of time spent in didactic teaching situations. Researchers 
have also discovered teachers’ perceptions of the problems associated with a child’s 
transition to school. Findings have shown that early school experiences have short- and 
long-term effects on a child’s life. Knowing this, it is important to understand teachers’ 
perceptions of developmentally appropriate beliefs and practices and their assessment of 
how their students are adjusting to the kindergarten transition. Though some studies have 
looked into kindergarten teachers’ DAP beliefs versus practices and others that have 
looked into teachers’ perceptions of the success or failure of children navigating the 
kindergarten transition, there has not yet been a study that has explored the changes in all 
of those perceptions that may occur within the same academic year. 
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 This study seeks to identify and address these issues by answering the 
following research questions. First, do kindergarten teachers’ developmentally 
appropriate beliefs change from the beginning of the school year to the end of the school 
year? Second, do kindergarten teachers’ developmentally appropriate practices change 
from the beginning of the school year to the end of the school year? Next, do 
kindergarten teachers’ perceptions of the percentage of children who were not ready for 
kindergarten change from the beginning of the school year to the end of the school year? 
Lastly, do kindergarten teachers’ perceptions of the percentage of children who had a 
difficult, moderately successful, or a successful transition to kindergarten change from 
the beginning of the school year to the end of the school year? 
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CHAPTER III 
METHODOLOGY 
 
Participants and Procedures 
 
 
 Participants in this study included 180 kindergarten teachers from 36 Utah school 
districts. This study included the matched pretest/posttest data from all waves of a three-
wave study completed over three years (2004-05, 2005-06, and 2006-07). Each year, one 
third of the kindergarten teachers were surveyed twice during the school year, once at the 
beginning and again at the end of the school year. The majority of teachers in this study 
indicated their ethnicity were white, making up 94% of the matched pairs. Teachers 
coming from multiple ethnic origins made up 4%, Hispanic .6%, Asian .6%, and Black-
non-Hispanic .6%. Eighty-four percent of teachers had taught kindergarten the year 
before, and class sizes ranged from 2 to 37, with an average size of 23 (SD  =  4.73).  
 A list of all school districts in Utah was obtained from the Utah State Department 
of Education. For each wave, school districts were chosen to represent urban and rural 
populations, districts with high and low SES, and large and small school districts. District 
superintendents were sent information regarding the study (appendix A). Once 
permission to continue was received, a list of kindergarten teachers working at each 
school in the district was obtained. Survey packets (appendix C) were then sent to every 
kindergarten teacher within those respective districts. Pre- and posttest surveys were sent 
to 709 kindergarten teachers in 36 of the 40 total school districts. From these, 180 sets of 
matched pretest/posttest surveys were returned (25% response rate). Packets sent to 
teachers included a letter of introduction (appendix B), directions for creating an ID 
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number, directions for completing the questionnaires, the two questionnaires combined 
in a booklet, and a self-addressed, stamped envelope for return of the completed 
questionnaires. The packets were distributed during the first few weeks of school each 
year and teachers were asked to complete the packet sometime during the sixth and 
seventh week of the school year. At four weeks following the distribution of the surveys, 
two sets of “reminder” post cards were mailed a week apart to each teacher. An identical 
procedure was followed at the end of the school year. Each wave of the study consisted 
of identical pre- and posttest distribution and collection procedures. The surveys were 
coded before being sent to the teachers indicating the year it was sent (04-05, 05-06 or 
06-07), whether it was a pre- or posttest (01 for pretest, 02 for posttest), and which school 
district it was (numbered by alphabetical list, for example, Jordan school district was 
#14). Teachers then created a personal ID that was used to match up pre- and posttest 
surveys. In order to create their personal ID, teachers were asked to indicate their 
mother’s birth month (two digits) and year (last two digits), and their father’s birth month 
and year.  
 
Instruments 
 
 
Two measures were used to survey the kindergarten teachers and were combined 
into one survey packet. The first measure used was the Transition Practices Survey 
(National Center for Early Development and Learning [NCEDL], 1996). This survey is 
composed of six sections. For the purposes of this study, only the first three sections were 
used (pp. 2-7). Sections 1 and 2 of the survey focus on school information, teacher 
demographics, and classroom information. Demographic information was gathered about 
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the school and district, such as the current total student enrollment in the school and 
whether the school was in an urban, suburban, small town, or rural setting. Demographic 
data about the teacher’s education, number of years teaching at all grade levels, grades 
the teacher had previously taught; and the number of years teaching kindergarten were 
gathered as well.  
Section 3 was designed to query teachers about perceptions regarding specific 
problems children may have upon kindergarten entry. This section asked teachers about 
the kind of problems they perceived concerning children’s kindergarten readiness. An 
example of a question from the Transition Practices Survey (National Center for Early 
Development and Learning, 1996) is: “Based on your experience, approximately what 
percentage of children who enter kindergarten fall into the following categories?” Three 
categories follow: (1) Very successful entry, virtually no problems; (2) Moderately 
successful entry, some problems, mostly minor; or (3) Difficult or very difficult entry, 
serious concerns or many problems. Teachers were asked to divide their class between 
these three categories with all categories adding up to 100 percent. There have not been 
any reported Cronbach’s alphas for this measure.  
The second measure (pp. 8 -14) utilized was the Teacher Beliefs and Practices 
Survey (Burts, Buchanan, & Benedict, 2001). This measured teachers’ beliefs about DAP 
and their reported implementation of DAP within the classroom setting. It consisted of 
two sections, and contained statements which were rated on 5-point Likert-type scale.  
The first section measured DAP beliefs with questions such as: “It is____ for 
teachers to provide opportunities for children to select many of their own activities.” Or 
“It is ____ for strategies like setting limits, problem solving, and redirection to be used to 
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help guide children’s behavior.” Teachers rate items on a Likert-type scale from 1- not 
at all important to 5 - extremely important. Higher overall scores indicate more 
developmentally appropriate beliefs. 
The second section measured perceptions of DAP practices in the classroom with 
questions such as: “How often do children in your class see their own race, culture, and 
language reflected in the classroom?” or “How often do children in your class play with 
games, puzzles, and construction materials (e.g., Tinker Toys, Bristle Blocks). The 
questions in this section were also rated on a Likert-type scale with 1 meaning “almost 
never” (less than monthly), to 5 meaning “very often” (daily). Higher scores on this 
section demonstrated more developmentally appropriate practices.  Internal consistency 
was examined for both sections in this measure using Cronbach’s alpha. Reported alphas 
for the beliefs and practices portion of the survey were .88 and .82, respectively. Alphas 
for this study for the beliefs and practices portion of the survey were acceptable at .73 
and .76, respectively.  
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CHAPTER IV 
RESULTS 
 
 
 This chapter focuses on the results for each of the research questions. Descriptive 
analyses are presented to reveal teachers’ perception of their kindergarten students’ 
transition to school and the changes that occur from the beginning of the school year to 
the end. 
 
Research Question 1 
 
 
 Do kindergarten teachers’ perceptions of the percentage of children who had a 
difficult, moderately successful, or a very successful transition to kindergarten change 
from the beginning of the school year (pretest) to the end of the school year (posttest)? 
 Question 25 of the Transition Practices Survey (National Center for Early 
Development and Learning, 1996) asked teachers to record the percentage of the children 
in their class that they believe had a very successful, moderately successful, or difficult 
transition to kindergarten with the total percentage adding up to 100% (being sure to 
include all children). Three paired samples t tests were conducted, one for each category 
(very successful, moderately successful, and difficult), to discover if there was a 
statistically significant change from the pretest to the posttest (see Table 1). Results 
showed that teachers rated a significantly lower percentage of children as having had a 
difficult entry into kindergarten at the end of the year (M  = 17.4) as compared to the 
beginning of the year (M = 21.9), t(160) = 4.043, p = .000.  
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Table 1 
Changes in Teachers’ Perceptions of Children’s Transition to Kindergarten from Pretest 
to Posttest  
 
Responses for percentage of children who experienced a difficult entry ranged from 0% 
to 100% on both the pretest and posttest. 
 Additional analyses were then undertaken to examine variables which might be 
associated with this change. The t tests were conducted for pre- and posttest responses to 
examine whether or not there was a statistically significant difference between the 
teachers who had specific licensures or endorsements in early childhood education 
(ECE), reading, English as a second language (ESL), or special education and those 
teachers who did not. Moreover, responses of teachers who had a bachelor’s degree were 
compared to those teachers who had a master’s degree. Table 2 illustrates those 
comparisons where statistically significant differences emerged.  
 Teachers with ECE licensure reported a statistically significantly higher mean 
percentage (M = 43%) of children who experienced a very successful kindergarten 
transition at the pretest than did those teachers without ECE licensure (M = 22.6%), 
t(172) = -1.99, p = .013. In addition, on the posttest, teachers without ECE licensure rated  
 
Transition 
category 
Pre- 
test 
M 
Pre-
test 
N 
Pre-
test 
SD 
Post-
test 
M 
Post-
test 
N 
Post-
test 
SD 
 
 
t 
 
 
df 
 
 
p 
Very  
  successful 
 
42.46 171 28.89 46.40 171 29.87 -1.79 170 .074 
Moderate      
 
36.79 169 21.22 37.10 169 23.73 -.16 168 .871 
Difficult 
 
21.97 161 18.76 17.47 161 16.40  4.04 160 .000 
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Table 2 
Statistically Significant Differences Between Teachers’ Perceptions of the Type of 
Kindergarten Transition Children Experienced Based upon Specific Licensures or 
Endorsements on the Pretest and Posttest 
 
What percent of children in your class 
fall into the following categories… 
 
N 
 
M 
 
SD 
 
t 
 
df 
 
p 
Very successful  
 
      
Pretest 
 
      
Early childhood education  
 
166 43.47 29.22 -1.99 172 .013 
No early childhood education  
 
8 22.63 17.95    
Posttest 
 
      
English as a second language 
 
30 36.03 28.81 2.12 172 .035 
No English as a second language 
 
144 48.58 29.51    
Moderately successful 
 
      
Posttest 
 
      
Early childhood education 
 
163 57.00 23.30 2.47 169 .014 
No early childhood education 
 
8 36.16 22.62    
Difficult 
 
      
Pretest 
 
      
English as a second language 
 
31 31.26 4.91 -2.07 165 .046 
No English as a second language 
 
136 20.63 1.48    
Posttest 
 
      
English as a second language 
 
31 26.48 24.62 -2.53 171 .016 
No English as a second language 142 14.95 12.85    
 
 57
statistically significantly more children as having a moderately successful transition (M 
= 57%) as compared to teachers who had ECE licensure (M = 36%), t(169) = 2.47, p = 
.014. It is important to use caution when interpreting these results, however, because the 
number of teachers without ECE licensure is very low.  
 Teachers with ESL endorsement rated a statistically significantly higher 
percentage of children as having had a difficult entry to kindergarten (pretest M = 31.2%, 
posttest M = 26.4%) as compared to teachers without ESL endorsement (pretest M = 
20.6%, posttest M = 12.8%) on both the pretest t(165) = -2.07, p = .046 and posttest 
t(171) = -2.53, p = .016. Additionally teachers without ESL endorsement rated a 
statistically significantly higher percentage of children as having had a very successful 
transition to kindergarten on the posttest (M = 48.5%) as compared to those teachers with 
ESL endorsement (M = 36.0%), t(172) = 2.12, p = .035.   
  Four repeated measures ANOVAs were conducted using specific licensures or 
endorsements (early childhood education [ECE], reading, English as a second language 
[ESL], and special education) and time (pretest versus posttest) as the independent 
variables and percentage of children assigned to each of the three transition categories 
(very successful, moderately successful, and difficult) as the dependent variable, for a 
total of twelve ANOVAs (see Tables 12-17 in Appendix D). Teachers with ECE 
licensure rated statistically significantly more children as very successful (M = 45.35, N 
= 163, SD = 29.52) as compared to teachers without the licensure (M = 25.63, N = 8, SD 
= 19.16) F(1,169) = 4.60, p = .033. Teachers without ECE licensure assigned statistically 
significantly more children to the moderately successful group (M = 52.44, N = 8, SD = 
35.697) when compared to teachers with ECE licensure (M = 36.175, N = 161, SD = 
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22.08), F(1,167) = 5.94, p = .016. There was not a statistically significant difference in 
the number of children rated as having a difficult transition by either the teachers with an 
ECE licensure. Nevertheless, there was a statistically significant drop overall in the 
number of children rated as having a difficult transition from pretest (M = 21.97, N = 
161, SD = 18.764) to posttest (M = 17.47, N = 161, SD = 16.405) for teachers with and 
without ECE licensure F(1,159) = 3.93, p = 0.49.  
 There was no statistically significant difference in the percentage of children 
perceived as having a very successful or moderately successful transition between 
teachers with an English as a second language (ESL) endorsement and teachers without 
this endorsement. However, teachers who possessed an ESL endorsement ranked 
statistically significantly more children in the difficult transition category (M = 28.25, N 
= 30, SD = 25.803) when compared to those teachers without an ESL endorsement (M = 
17.77, N = 131, SD = 14.505), F(1,159) = 10.9, p = .001. There was also a significant 
drop overall, irrespective of the ESL endorsement, in the number of children placed in the 
difficult transition category at the posttest F(1,159) = 7.65, p = .006.  
 Finally, there was no statistically significant difference in the number of children 
rated as having a very successful, moderately successful, or difficult transition to 
kindergarten between teachers with special education licensure and those without this 
endorsement, although there was a significant change in the number of children evaluated 
as having a difficult transition over time. Teachers, regardless of having the special 
education licensure, placed fewer children in the difficult transition category at the 
posttest (M = 21.97) than at the pretest (M = 17.47), F(1,159) = 9.52, p = .002.  The same 
was true for those teachers who possessed a reading endorsement and those who did not. 
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There was no significant difference for any of the three categories for either the pretest 
or posttest, but there was a significant drop, regardless of having the endorsement, or 
licensure, in the number of children placed in the difficult transition category at the 
posttest (pretest M = 21.97, posttest M = 17.47), F(1,159) = 12.90, p = .000. 
 Separate repeated measures ANOVAs were conducted with education level and 
time, and teaching experience and time as the independent variables and percentage of 
children assigned to each of the three transition categories (very successful, moderately 
successful, and difficult) as the dependent variables. However, no statistically significant 
differences emerged. 
 Pearson’s correlations for teachers’ responses in each category (very successful, 
moderately successful, and difficult) were also conducted for the continuous variables 
including: number of children enrolled in each class, number of children with special 
needs in each class, and number of children in each class who qualified for free lunch 
(which indicates a child comes from a family with financial challenges). Four statistically 
significant correlations emerged (see Table 3). Consistent for both the pretest and 
posttest, results show that, as the number of children who qualified for free lunch went 
down, the number of children rated as having had a very successful transition went up 
(pretest r = -.38, p = .000, posttest r = -.34, p = .002). Conversely, as the number of 
children who qualified for free lunch increased, the number of children evaluated as 
having had a difficult transition also increased on both the pretest (r = .59, p = .000) and 
posttest (r = .34, p = .001).  
 
 
 
 60
Research Question 2 
 
 
 Do kindergarten teachers’ perceptions of the percentage of children who were not 
ready for kindergarten change from the beginning of the school year (pretest) to the end 
of the school year (posttest)?  
 Question 27 of the Transition Practices Survey (National Center for Early 
Development and Learning, 1996) queries teachers about their perceptions of the 
percentage of children in their class who were not ready for kindergarten. A paired t test 
was conducted to examine any significant change in the percentage of children whom 
teachers reported as not ready to enter kindergarten at both the pretest and the posttest. 
Teachers reported a statistically significantly larger percentage of children in their class 
were not ready for kindergarten at the pretest (M = 27.07%, N = 149, SD = 23.45) as 
compared to the posttest (M = 22.48%, N = 149, SD = 20.71), t(148) = 2.45, p = .015. 
Responses ranged from 0% were not ready to 100% of the children were not ready for 
kindergarten entry on both the pretest and posttest.  
 To examine possible variables which might be associated with this change, 
additional analyses were conducted. The t tests were conducted to determine any 
significant differences between teachers who hold ECE licensure, reading endorsement, 
ESL endorsement, special education licensure, or a master’s degree, and those teachers 
who did not. There were no statistically significant differences between the percentage of 
children that teachers rated as not ready for kindergarten based upon whether or not the 
teachers have ECE licensure, reading endorsement, special education licensure, or a 
master’s degree at either the pretest or posttest. However, at the pretest, teachers who had 
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Table 3 
Pearson‘s Correlations for Classroom Characteristics 
  
 
 
 
Number of 
children enrolled 
in the class 
     (r) 
Number of children 
with special needs 
enrolled in the class  
     (r)         
Number of children in 
the class who 
received free lunch 
     (r) 
Pretest 
 
Very successful 
 
 
 
- .01 
 
 
- .07 
 
 
- .38** 
Moderately 
successful 
 
- .01 - .07 - .14 
Difficult  
 
- .04 - .01   .59** 
Percent of 
children not 
ready 
 
- .08 - .05   .51** 
Beliefs 
 
   .06   .07   .11 
Practices 
 
   .19*   .02 - .14 
Posttest    
Very successful 
 
   .04 - .04 - .34** 
Moderately 
successful 
 
- .07   .07   .18 
Difficult  
 
- .09 - .06   .34** 
Percent of 
children not 
ready 
 
- .30**   .16*   .31** 
Beliefs 
 
  .12 - .00   .01 
Practices   .13   .11 - .14 
*p < .05. **p < .01. 
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an ESL endorsement rated a statistically significantly higher percentage of children as 
not being ready for kindergarten (M = 37.67%, SD = 29.38) compared to those teachers 
without an ESL endorsement (M = 23.95%, SD = 20.99), t(156) = -2.307, p = .028.   
 Five repeated measures ANOVAs were conducted using education level, and 
specific licensure or endorsements (early childhood education (ECE), reading, English as 
a second language (ESL), and special education) as well as time (pretest versus posttest) 
as the independent variables and percentage of children perceived by teachers as not 
ready for kindergarten entry as the dependent variable. A separate repeated measures 
ANOVA was conducted using teaching experience and time as the independent variables 
and percentage of children perceived by teachers as not ready for kindergarten entry as 
the dependent variable (see Tables 18-20 in Appendix D). Teachers, regardless of 
licensures, endorsements, education level, or teaching experience rated more children as 
being ready for kindergarten entry at the posttest as compared to the pretest.  
 Pearson’s correlations were conducted to examine relationships between the 
variables of number of children, number of children with special needs, and number of 
children who qualified for free lunch, and the percentage of children teachers reported as 
not ready for kindergarten entry on both the pretest and the posttest (see Table 3). At the 
pretest, as the number of children who qualified for free lunch increased, the percentage 
of children teachers reported as not ready for kindergarten entry increased (r = .51, p = 
.000). At the posttest, statistically significant correlations emerged between the number of 
children, number of children with special needs, and number of children who qualified 
for free lunch enrolled in the class and percentage of children teachers reported as not 
ready for kindergarten entry. As the class size increased, the percentage of children 
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teachers reported were not ready for kindergarten decreased (r = -.30, p = .000). 
However, as the number of children with special needs in the classroom increased, 
teachers rated a higher percentage of children as not being ready for kindergarten entry (r 
= .16, p = .041). Lastly, as the number of children who qualified for free lunch increased, 
the percentage of children teachers reported as not ready for kindergarten increased as 
well (r = .31, p = .004).  
 
Research Question 3 
 
 
 Do kindergarten teachers’ developmentally appropriate beliefs change from the 
beginning of the school year (pretest) to the end of the school year (posttest)? 
  The first section of the Teacher Beliefs and Practices Survey (Burts, Buchanan, 
and Benedict, 2001) was used to ascertain teachers’ beliefs about developmentally 
appropriate practices. This section asks teachers to rate items on a Likert-type scale from 
1 - not at all important to 5 - extremely important, with higher scores indicating more 
developmentally appropriate beliefs. Table 21 in the appendix lists the 15 items that were 
reverse coded to demonstrate developmentally appropriate beliefs. Teachers’ responses 
on this section at the beginning of the school year (pretest) were compared to their 
responses at the end of the school year (posttest) using a matched pairs t test to examine 
any significant (p < .05) changes. Results from the t test indicated that teachers’ 
developmentally appropriate beliefs were statistically significantly higher at the 
beginning of the school year (M = 3.92) than at the end of the school year (M = 3.87), 
t(178) = 3.23,  p = .001. 
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 To further explore this finding, matched pairs t tests were conducted to 
determine which beliefs items statistically significantly changed from pretest to posttest  
(see Table 4). Additionally, Tables 5 and 6 show teachers’ five most developmentally 
appropriate beliefs items and five least developmentally appropriate beliefs items at both 
pretest and posttest.  
 Teachers rated reading stories daily to children as the most developmentally 
appropriate item, and giving readiness or achievement tests as an evaluation of children’s 
progress as the least developmentally appropriate item at both the pretest and the posttest. 
The order of the five most developmentally appropriate beliefs did not change from 
pretest to posttest. Even though a matched pairs t test shows there was a statistically 
significant decrease in teachers’ beliefs about providing daily opportunities for children 
to develop social skills (pretest M = 4.72, SD = .50, posttest M = 4.59 SD = .58), t(178) = 
2.80, p = .006, it remained the item rated as the third most developmentally appropriate 
belief. The five least appropriate beliefs included identical items in the pretest and the 
posttest, however, the order changed from pretest to posttest. Teachers rated nine of the 
beliefs items significantly higher on the pretest as compared with the posttest. The beliefs 
item that showed the most statistically significant drop between pretest and posttest was 
parents/guardians being involved in ways that are comfortable for them (pretest M = 
4.39, SD = .66, posttest M = 4.21, SD = .66), t(178) = 3.35, p = .004.  
 Further t tests were conducted to examine differences between the means of the 
beliefs of teachers with specific licensures or endorsements (early childhood education 
[ECE], reading, English as a second language [ESL], and special education) and teachers 
without. Education level of the teachers was also examined by comparing those teachers 
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with a bachelor’s degree to those with a master’s degree. Table 7 shows the beliefs 
items where statistically significant differences emerged for both pretest and posttest.  
 
Table 4 
 
Beliefs Items Which Statistically Significantly Changed Between the Beginning and the 
End of the School Year 
 
 
Item 
Pre 
Mean 
Post 
Mean 
 
t 
 
df 
 
p 
It is __ for activities to be representative to the 
cultural diversity of students. 
 
3.75 3.63 1.95 177 .050 
It is __ for children to dictate stories to the teacher. 
 
3.91 3.72 2.94 177 .004 
It is __ that teachers engage in on-going professional 
development in early childhood education. 
 
4.47 4.37 2.05 178 .041 
It is __ for children to see and use functional print 
and environmental print. 
 
4.44 4.32 2.13 178 .034 
It is __ to provide many daily opportunities for 
developing social skills. 
 
4.72 4.59 2.80 178 .006 
It is __ that books, pictures, and materials in the 
classroom include people of different races, ages, 
and abilities and both genders in various roles. 
 
4.40 4.26 2.66 178 .008 
It is __ for parents/guardians to be involved in ways 
that are comfortable for them. 
 
4.39 4.21 3.35 178 .001 
It is __ for teachers to integrate each child’s home 
culture and language into the curriculum throughout 
the year. 
 
3.59 3.48 1.97 177 .050 
It is __ to plan activities that are primarily just for 
fun without connection to program goals.* 
3.92 3.76 2.25 177 .025 
Note. * item is reverse coded. 
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Table 5 
 
Pretest Beliefs Items Rated as Most and Least Developmentally Appropriate by Teachers 
 
 aItems rated from 1(not at all important) to 5 (extremely important). 
bHigher scores indicate more developmentally appropriate beliefs. 
cItem is reverse coded. 
 
 
 
 
 
 
 
 
 
 
Itema N Range Mb SD 
Pretest beliefs—most developmentally appropriate 
 
    
It is ___ to read stories daily to children, individually 
and/or on a group basis. 
179 3-5 4.92 .28 
It is ___ for teacher-child interactions to help develop 
children’s self-esteem and positive feelings toward 
learning. 
179 3-5 4.78 .48 
It is ___ to provide many daily opportunities for 
developing social skills (i.e, cooperating, helping, 
talking) with peers in the classroom. 
179 3-5 4.72 .50 
It is ___ for teachers to develop an individualized 
behavior plan for addressing severe behavior problems. 
179 2-5 4.58 .59 
It is ___ for strategies like setting limits, problem 
solving, and redirection to be used to help guide 
children’s behavior. 
 
179 3-5 4.56 .57 
Pretest beliefs—least developmentally appropriate 
 
    
As an evaluation of children’s progress, readiness or 
achievement tests are ___.c 
178 1-4 2.33 .95 
It is ___ that outdoor time have planned activities. 179 1-5 2.40 1.03 
Instruction in letter and word recognition is ___ in 
preschool.c 
177 1-5 2.60 .97 
It is ___ to provide the same curriculum and 
environment for each group of children that comes 
through the program. 
175 1-5 2.61 1.00 
It is ___ for the teacher to talk to the whole group and 
for the children to do the same things at the same time. 
178 1-5 2.62 .77 
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Table 6 
 
Posttest Beliefs Items Rated as Most and Least Developmentally Appropriate by Teachers 
 
 aItems rated from 1 (not at all important) to 5 (extremely important). 
bHigher scores indicate more developmentally appropriate beliefs. 
cItem is reverse coded. 
  
Itema N Range Mb SD 
Posttest beliefs—most developmentally appropriate 
 
    
It is ___ to read stories daily to children, individually 
and/or on a group basis. 
 
180 3-5 4.87 .36 
It is ___ for teacher-child interactions to help develop 
children’s self-esteem and positive feelings toward 
learning. 
 
180 3-5 4.74 .48 
It is ___ to provide many daily opportunities for 
developing social skills (i.e, cooperating, helping, 
talking) with peers in the classroom. 
 
180 3-5 4.59 .58 
It is ___ for teachers to develop an individualized 
behavior plan for addressing severe behavior problems. 
 
180 2-5 4.55 .63 
It is ___ for strategies like setting limits, problem 
solving, and redirection to be used to help guide 
children’s behavior. 
 
180 3-5 4.54 .60 
Posttest beliefs—least developmentally appropriate 
 
    
As an evaluation of children’s progress, readiness or 
achievement tests are ___.c 
 
179 1-4 2.35 .93 
It is ___ that outdoor time have planned activities. 
 
179 1-5 2.36 .89 
It is ___ for the teacher to talk to the whole group and 
for the children to do the same things at the same time.  
 
179 1-5 2.50 .70 
It is ___ to provide the same curriculum and 
environment for each group of children that comes 
through the program. 
 
179 1-5 2.53 .92 
Instruction in letter and word recognition is ___ in 
preschool.c 
 
180 1-5 2.64 .98 
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Table 7 
 
Statistically Significant Differences on Developmentally Appropriate Beliefs Between 
Teachers With and Without Specific Licensures or Endorsements  
 
 
Teacher licensure/endorsement 
 
N 
Beliefs 
M 
 
SD  
 
t 
 
df 
 
p 
Pretest 
 
      
Early childhood education 
 
170 3.93 .23 -2.87 177 .004 
No early childhood 
education 
 
9 3.70 .21    
English as a second 
language 
 
31 3.98 .16 -2.12 177 .037 
No English as a second 
language 
 
148 3.91 .25    
Posttest 
 
      
Early childhood education 
 
171 3.89 .25 -2.76 178 .006 
No early childhood 
education 
 
9 3.65 .24    
English as a second 
language 
 
32 3.96 .16 -2.62 178 .011 
No English as a second 
language 
148 3.86 .26    
 
 
 Teachers with ECE licensure were significantly more developmentally 
appropriate in their beliefs (pretest M = 3.93, posttest M = 3.89) than those teachers 
without ECE licensure (pretest M = 3.7, posttest M = 3.65) on both the pretest t(177) = -
2.87, p = .004 and posttest t(178) = -2.76, p = .006. However, it is important to note that 
the number of teachers without an ECE licensure was low, so results need to be 
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interpreted with caution. Teachers with an ESL endorsement also were statistically 
significantly more developmentally appropriate in their beliefs (pretest M = 3.98, posttest 
M = 3.96) than teachers without that endorsement (pretest M = 3.91, posttest M = 3.86) at 
both pretest t(177) = -2.12, p = .037 and posttest t(178) = -2.62, p = .011. There were no 
other statistically significant differences that emerged.  
 One-way ANOVAs were conducted to examine any differences between the 
developmentally appropriate beliefs of teachers with different teaching experiences 
including only kindergarten, kindergarten and preschool, kindergarten and grade school, 
and preschool, kindergarten and grade school for both pretests and posttests. Statistically 
significant differences emerged between the means at the posttest for these groups: 
kindergarten experience (M = 3.93, N = 56, SD = .247); kindergarten and preschool 
experience (M = 3.89, N = 33, SD = .224); kindergarten and grade school experience (M 
= 3.79, N = 49, SD = .261); and preschool, kindergarten and grade school experience (M 
= 3.90, N = 38, SD = .270), F(3,172) = 2.91, p = .036. Teachers with kindergarten and 
grade school experience had significantly lower developmentally appropriate beliefs than 
those teachers with only kindergarten experience and teachers who have preschool, 
kindergarten and grade school teaching experience. 
 Four repeated measures ANOVAs were conducted using specific licensures or 
endorsements (early childhood education [ECE], reading, English as a second language 
[ESL], and special education) and time (pretest versus posttest) as the independent 
variables and teachers’ developmentally appropriate belief scores as the dependent 
variable. Separate repeated measures ANOVAs were conducted with education level, 
teaching experience, and time (pretest versus posttest) as the independent variables and 
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teachers’ developmentally appropriate belief scores as the dependent variable. Results 
showed that teachers with ECE licensure had statistically significantly more 
developmentally appropriate beliefs (M = 3.91, N = 170, SD = .245) than those teachers 
without this licensure (M = 3.67, N = 9, SD = .228), F(1,177) = 9.22, p = .003. This 
remained consistent from the pretest to the posttest. It is important to note, however, that 
only a small number of teachers lacked ECE licensure. Teachers, regardless of reading, 
ESL endorsement, or special education licensure or teaching experience, showed a 
statistically significant drop in developmentally appropriate beliefs from the pretest to the 
posttest (see Tables 22-26 in Appendix D). No other statistically significant differences 
emerged. 
 Pearson’s correlations were conducted to examine relationships between teachers’ 
developmentally appropriate beliefs and the variables of number of children, number of 
children with special needs, and number of children who qualified for free lunch at the 
pretest and the posttest. No significant correlations emerged between developmentally 
appropriate beliefs and any of these variables at either the pretest or posttest.  
 
Research Question 4 
 
 
 Do kindergarten teacher’s developmentally appropriate practices change from the 
beginning of the school year (pretest) to the end of the school year (posttest)?  
 The second section of the Teacher Beliefs and Practices Survey (Burts et al., 
2001) included 30 questions that were used to determine teachers’ experiences with 
developmentally appropriate practices. The questions in this section were also rated on a 
5 - point, Likert-type scale ranging from 1 - almost never (less than monthly) to 5 - very 
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often (daily), with 1 indicating the item was not developmentally appropriate and 5 
indicating the item was very developmentally appropriate. Therefore, a higher mean 
signifies that those items or activities were being implemented more often in the 
classroom, which reflects more appropriate practices. A higher mean on the 12 items in 
this section that were reverse coded for analysis (see Table 21 in Appendix D) indicates 
that the teachers are using those activities less often, which is more developmentally 
appropriate. Teachers’ responses on this section at the beginning of the year (pretest) 
were compared to their responses at the end of the year (posttest) using a paired samples t 
test to determine if there were any statistically significant (p < .05) changes. The paired 
samples t test indicated that teachers’ developmentally appropriate practices were 
statistically significantly higher at the posttest (M = 2.9, SD = .51) than at the pretest (M 
= 2.8, SD = .49), t(178) = 2.62, p = .009. Teachers reported implementing more 
developmentally appropriate activities at the end of the school year as compared to the 
beginning of the school year. 
 Subsequent analyses were undertaken to further explore this change. Tables 8 and 
9 show the five most and five least developmentally appropriate practices items at the 
beginning (pretest) and end of the year (posttest). The top five items remained similar 
from the pretest to the posttest with the order of the items changing slightly. The bottom 
five items also experienced small changes in the order, but the item with the smallest 
mean (pretest M = 1.44, posttest M = 1.55), participate in whole-class, teacher directed 
instruction, remained consistently the least implemented activity from pretest to the 
posttest. Matched pairs t tests were conducted to compare pre- and posttest means for 
each practices item.  As indicated in Table 10, a number of practices items changed 
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statistically significantly from the beginning to the end of the school year. Descriptive 
statistics indicate that the highest mean, or the most implemented activity, at the pretest 
(M = 4.68, SD = .60) and posttest (M = 4.54, SD = .72) was singing, listening, and/or 
moving to music. Even though a matched pairs t test indicated there was a significant 
drop from pretest to posttest t(177) = 2.60, p = .01, it remained consistently the most 
developmentally appropriate practice reported by teachers. 
 Additional t tests were conducted to determine differences between the means of 
the reported practices of teachers with and without specific licensure or endorsements 
(early childhood education [ECE], reading, English as a second language [ESL], and 
special education). In addition responses of those teachers with a bachelor’s degree were 
compared to those of teachers with a master’s degree. Table 11 shows where four 
statistically significant differences emerged for the pretest and posttest. Teachers with a 
master’s degree reported statistically significantly higher developmentally appropriate 
practices (M = 3.08) as compared to those teachers who possess only a bachelor’s degree 
at the posttest (M = 2.89), t(177) = -2.06, p = .040. Also at the posttest, teachers who had 
an ECE licensure had statistically significantly higher developmentally appropriate 
practices (M = 2.95) than teachers without an ECE licensure (M = 2.58), t(178) = -2.09, p 
= .038. Again, however, it is important to note the vast majority of teachers in this study 
had ECE licensure. Nonetheless, this finding still offers applicable insight that will be 
discussed in the next chapter. At the pretest, teachers with either a reading (M = 2.59) or 
ESL endorsement (M = 2.69) reported significantly lower developmentally appropriate 
practices when compared to the teachers without these corresponding endorsements (non-
reading M = 2.88, non-ESL M = 2.89).   
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Table 8 
Pretest Practices Items Rated as Most and Least Developmentally Appropriate by 
Teachers 
 
 
 aItems rated from 1(almost never/less than monthly) to 5 (very often/daily). 
bHigher scores indicate more developmentally appropriate practices. 
cItem is reverse coded. 
dItem did not appear on posttest top/bottom five. 
 
Itema N Range Mb SD 
Pretest practices—most developmentally appropriate 
 
    
How often do children in your class sing, listen, and/or  
move to music? 
 
179 3-5 4.68 .60 
How often do children in your class do activities that  
integrate multiple subjects (reading, math, science, 
etc.)?d 
 
179 1-5 4.38 .75 
How often do children in your class experiment with  
writing by drawing, copying, and using their own 
invented spelling? 
 
179 1-5 4.31 .76 
How often do children in your class use manipulatives 
(e.g. pegboards, Legos, and Unifix Cubes)?d  
 
179 2-5 4.17 .76 
How often do children in your class have their work 
displayed in the classroom? 
 
179 2-5 4.08 .96 
Pretest practices—least developmentally appropriate 
 
    
How often do children in your class participate in 
whole-class, teacher-directed instruction?c 
 
179 1-5 1.44 .74 
How often do children in your class participate in rote 
counting?c 
 
179 1-5 1.65 .92 
How often do children in your class practice handwriting 
on lines?c 
 
178 1-5 2.37 1.03 
How often do children in your class use commercially-
prepared phonics activities?cd 
 
178 1-5 2.51 1.06 
How often do children in your class use flashcards with 
ABCs, sight words, and/or math facts?cd 
179 1-5 2.52 1.20 
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Table 9 
 
Posttest Practices Items Rated as Most and Least Developmentally Appropriate by 
Teachers 
 
 aItems rated from 1(almost never/less than monthly) to 5 (very often/daily). 
bHigher scores indicate more developmentally appropriate practices. 
cItem is reverse coded. 
dItem experienced a significant change from pretest to posttest. 
Itema N Range Mb SD 
Posttest practices—most developmentally appropriate 
 
    
How often do children in your class sing, listen, and/or  
move to music? 
179 2-5 4.54d .72 
How often do children in your class experiment with  
writing by drawing, copying, and using their own 
invented spelling? 
178 1-5 4.52 .64 
How often do children in your class do activities that  
integrate multiple subjects (reading, math, science, etc.)? 
180 2-5 4.32 .68 
How often do children in your class have their work 
displayed in the classroom? 
179 1-5 4.13 1.04 
How often do children in your class get placed in time-out 
(i.e. isolation, sitting on a chair, in a corner, or being sent 
outside of the room)?c 
 
178 1-5 4.03 .93 
Posttest practices—least developmentally appropriate 
 
    
How often do children in your class participate in whole-
class, teacher-directed instruction?c 
179 1-4 1.55d .78 
How often do children in your class participate in rote 
counting?c 
179 1-5 1.96d 1.01 
How often do children in your class experience parents 
reading stories or sharing a skill or hobby with the class? 
179 1-5 2.36 1.10 
How often do children in your class practice handwriting 
on lines?c 
179 1-5 2.47 1.09 
How often do children in your class work in assigned 
ability-level groups?c 
 
178 1-5 2.55 1.22 
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Table 10 
 
Practices Items Which Statisically Significantly Changed Between the Beginning and the 
End of the School Year 
 
Note.* item is reverse coded.  
 
 
kindergarten and grade school experience, and preschool, kindergarten and grade school 
experience at both pretest and posttest. Statistically significant differences emerged on 
the posttest among the means for the experience groups: kindergarten experience (M = 
2.84, N = 56, SD = .457), kindergarten and preschool experience (M = 3.16, N = 33, SD = 
.554), kindergarten and grade school experience (M = 2.92, N = 49, SD = .510), and 
preschool, kindergarten and grade school experience (M = 2.86, N = 38, SD = .557). 
Teachers with preschool and kindergarten teaching experience report statistically  
 
Item  
How often do children in your class: 
Pre 
Mean 
Post 
Mean 
 
t 
 
df 
 
p 
…experiment with writing by drawing, 
copying, and using their own invented 
spelling 
4.30 4.52 -4.39 176 .000 
…sing, listen, and/or move to music 
 
4.67 4.53 2.60 177 .010 
…use manipulatives (e.g. pegboards, 
Legos, etc.) 
 
4.17 4.02 2.70 177 .007 
…participate in rote counting * 
 
1.65 1.97 -4.15 177 .000 
…color, cut, and paste pre-drawn forms 
* 
 
3.09 3.30 -2.74 176 .007 
...participate in whole-class, teacher 
directed instruction* 
 
1.43 1.55 -2.04 177 .043 
…experience parents reading stories or 
sharing a skill or hobby with the class 
2.61 2.36 2.99 177 .003 
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Table 11 
 
Statistically Significant Differences on Developmentally Appropriate Practices Between 
Teachers With and Without Specific Licensure, Endorsement, or Education 
 
Teacher licensure/endorsement/ 
education  
 
N 
Practices 
M 
 
SD  
 
t 
 
df 
 
p 
Pretest 
 
      
Reading  
 
20 2.59 .50 2.58 177 .011 
No reading 
 
159 2.88 .48    
English as a second 
language 
 
31 2.69 .49 2.00 177 .046 
No English as a second 
language 
 
148 2.89 .48    
Posttest 
 
      
Master’s degree 
 
42 3.08 .51 -2.06 177 .040 
No master’s degree 
 
137 2.89 .51    
Early childhood education 
 
171 2.95 .51 -2.09 178 .038 
No early childhood 
education 
9 2.58 .49    
 
 
significantly higher developmentally appropriate practices than all of the other experience 
groups F(3,172) = 3.049, p = .03. 
 Four repeated measures ANOVAs were conducted using specific licensures or 
endorsements (early childhood education [ECE], reading, English as a second language 
[ESL], and special education) and time (pretest versus posttest) as the independent 
variables and teachers’ developmentally appropriate practices scores as the dependent 
variable. Teachers with reading endorsement had statistically significantly lower 
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developmentally appropriate practices (pretest M = 2.59, posttest M = 2.81) than those 
teachers without this endorsement (pretest M = 2.88, posttest M = 2.95) on both the 
pretest and posttest F(1,177) = 4.286, p = .040. However, regardless of having reading 
endorsement or not, teachers had higher developmentally appropriate practices at the end 
of the year (posttest M = 2.94) as compared to the beginning of the year (pretest M = 
2.85), F(1,177) = 7.872, p = .006. Results for ESL endorsement and teaching experience 
show there were no significant differences between practices scores of those teachers 
holding the ESL endorsement and those without. However, teachers regardless of 
licensure, endorsement or teaching experience had statistically significantly higher 
developmentally appropriate practices at the posttest (ESL, pretest M = 2.85, posttest M = 
2.94), F(1,177) = 6.32, p = .013. Separate repeated measures ANOVAs were conducted 
with the variables education level, and teaching experience and time (pretest versus 
posttest) as the independent variables and teachers’ developmentally appropriate practice 
scores as the dependent variable (see Tables 27-30 in Appendix D). Results indicated that 
teachers with a master’s degree had statistically significantly higher developmentally 
appropriate practices (M = 3.06, N = 42, SD = .509) than those teachers with only a 
bachelor’s degree (M = 2.85, N = 136, SD = .492), F(1,176) = 7.22, p = .008. In addition 
there was no significant difference between practices scores of teachers with only 
kindergarten experience, preschool and kindergarten experience, kindergarten and grade 
school experience, and teachers with preschool, kindergarten, and grade school 
experience on either the pre- or posttest (pretest M = 2.85, posttest M = 2.93), F(3,171) = 
6.41, p = .012.  
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 Pearson’s correlations were conducted at pretest and posttest to examine 
relationships between teachers’ developmentally appropriate practices and the variables 
of number of children enrolled in the class, number of children with special needs 
enrolled in the class, and number of children who qualified for free lunch enrolled in the 
class (see Table 3). Pretest results showed that as the number of children enrolled in the 
class increased, teachers’ developmentally appropriate practices increase (r = .19, p = 
.010). No other significant correlations were evident. 
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CHAPTER V 
DISCUSSION 
 
 
The purpose of this study was to investigate kindergarten teachers’ perceptions of 
children’s transition to kindergarten, as well as teachers’ developmentally appropriate 
beliefs and practices. This study specifically looked at both the pretest and posttest data 
to determine if there were any changes in teachers’ perceptions from the beginning of the 
school year to the end of the school year. Classroom and teacher demographics were also 
analyzed to give further insight into teachers’ perception of children’s entry and transition 
to kindergarten.  
Data were collected from 180 Utah kindergarten teachers through their responses 
on the two part Kindergarten Transition Practices Survey. For the purposes of this study 
only the matched pre-posttest surveys were used.  Teachers’ responses to the survey were 
analyzed to answer this study’s four research questions. Results of the study’s findings 
are discussed and organized by research question. 
 
Research Question 1 
 
 
 The first research question asked, “Do kindergarten teachers’ perceptions of the 
percentage of children who had a difficult, moderately successful, or a very successful 
transition to kindergarten change from the beginning of the school year (pretest) to the 
end of the school year (posttest)?”  
 Teachers rated a significantly lower percentage of children as having had a 
difficult entry to kindergarten at the end of the school year as compared to the beginning 
 80
of the school year. At the pretest, teachers rated over one-fifth of children as having a 
difficult entry, with serious concerns or many problems. This is a higher percentage than 
Rimm-Kaufman and associates found in their nationally representative sample in 2000 
(16%), which also utilized the Kindergarten Transition Practices Survey. In the current 
study it is alarming that responses ranged from 0% to 100% at the pretest and posttest. 
This indicates that there were teachers, even at the end of the school year, who believed 
that 100% of the children in their class had a difficult entry with serious concerns or 
many problems. Over half of the children in the Rimm-Kaufman and others (2000) study 
were reported as having a successful entry. Nonetheless, in the current study just over 
40% of children were considered by their teachers to have had a successful entry at the 
pretest. On the other hand, numbers from the current study show that teachers rated about 
a third of the children as having experienced a moderately successful kindergarten entry, 
with some, mostly minor, problems. These numbers are consistent with what Rimm-
Kaufman and colleagues found (32%). Additionally, teachers in the current study rated a 
little over 17% of children as having had a difficult entry at the posttest, which is much 
closer to the numbers found in the Rimm-Kaufman and colleagues’ study. The significant 
change from pretest to posttest in the current study could possibly be attributed to the 
lower stress level of teachers toward the end of the year. Teachers may not feel as 
overwhelmed with a new class of children who each have a variety of abilities and needs 
that will have to be understood and met. After being able to get to know the children in 
their class, teachers may recognize that fewer children struggled than they at first 
perceived would.    
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 Considering the increased focus on academic success and performance 
expectations in kindergarten (Fromberg, 2006; Rimm-Kaufman et al., 2000), and the 
reality that children bring with them very diverse backgrounds, experiences, and skills, it 
is not surprising that just under 60% of children were judged as having a major or minor 
problem adjusting to the current context of kindergarten. This movement towards a focus 
on academic success and expectations of high performance on standardized tests, 
exacerbated by No Child Left Behind, has placed increased pressure on teachers to make 
sure their students are ready for what is to come “next” (Fromberg, 2006; Goldstein, 
2007; Hyun, 2003; Winter & Kelley, 2008). Commenting on this issue, Rimm-Kaufman 
and colleagues (2000) stated “As school standards become increasingly rigorous and 
higher levels of academic performance are expected in kindergarten, we can expect that 
teachers’ judgments will show greater discrepancies between teachers’ expectations and 
children’s competencies” (p. 150). 
 Teachers with early childhood licensure (ECE) rated statistically significantly 
more children in the very successful category at the pretest as compared to teachers 
without. Additionally, teachers without ECE licensure rated statistically significantly 
more children in the moderately successful category at the pretest. It may be that teachers 
with ECE licensure have a better grasp of appropriate expectations for children of this 
age and are better able to meet the needs of a wide variety of the children in their class. 
Even though there were few teachers without ECE licensure, these are intriguing findings 
that support the argument that it is important for kindergarten teachers to indeed have 
ECE licensure.  
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 Teachers with English as a second language (ESL) endorsement judged a 
statistically significant higher percentage of children as having a difficult transition at 
both the pretest and posttest. Conversely, teachers without ESL endorsement rated a 
statistically significantly higher percentage of children in the successful transition 
category at the end of the school year. This finding may be attributed to a number of 
factors, including that teachers with ESL endorsement may have different expectations, 
influenced by their ESL training, for the children in their class. Another possibility could 
be that school officials perceive teachers with ESL endorsement to be more qualified to 
teach children who are English language learners, and thus may have placed more of 
these children in their classes, increasing the number of children who are at risk of having 
a difficult transition (Rimm-Kaufman et al., 2000; Winter & Kelley, 2008).  
 Another finding of interest is that as the number of children who qualified for free 
lunch increased, the percentage of children who were judged as having had a difficult 
transition also increased. In light of this finding, and not surprisingly, as the number of 
children who qualified for free lunch decreased, the percentage of children who were 
perceived to have had a successful transition increased. The relationship between these 
variables is not surprising, considering that qualifying for free lunch is an indicator that a 
child comes from a family with financial challenges, something that researchers have 
found to be a major risk factor for young children (Brooks-Gunn, 2003; Burts et al., 
1992; Huffman & Speer, 2000; Rimm-Kaufman et al., 2000).  Children from low-income 
families may indeed have a more difficult transition to kindergarten for a number of 
reasons. Perhaps they have not had the same access to quality preschools as their more 
economically advantaged peers. Additionally Brooks-Gunn (2003) stated that vulnerable 
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children, including those from low-income families, are less likely to arrive at school 
with the requisite skills to be successful in kindergarten. This is significant in view of the 
literature showing that success in early school experiences is likely to affect a child’s 
success in later schooling (Copple & Bredekamp, 2009; McClelland et al., 2006; Rimm-
Kaufman et al., 2000). 
 In summary, teachers perceived more children as having had a difficult transition 
to kindergarten at the beginning of the year than at the end of the year. Teachers with 
early childhood education licensure were more likely to rate a higher percentage of 
children as having had a successful entry when compared to those teachers without, 
whereas teachers with English as a second language (ESL) endorsement rated more 
children as having had a difficult transition at both the beginning and end of the school 
year. Moreover, as the number of children who qualified for free lunch increased, the 
percentage of children teachers rated as having had a difficult entry also increased.   
 
Research Question 2 
 
 
 The study’s next research question was “Do kindergarten teachers’ perceptions of 
the percentage of children who were not ready for kindergarten change from the 
beginning of the school year (pretest) to the end of the school year (posttest)?” 
 Teachers reported that a significantly statistically larger percentage of children 
were not ready for kindergarten entry at the beginning of the school year. Startlingly, 
over a quarter of children were judged by their teachers as not being ready for 
kindergarten entry at the pretest. The percentage did drop at the posttest, however, it still 
remained a large percentage with 22.4% being rated as not ready for kindergarten. 
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Although teachers, on average, rated quite a few children as not ready for kindergarten 
entry, it was encouraging that the number did decrease at the end of the year. This finding 
is consistent with the results found in Question 1 of this study. Essentially the teachers 
were being asked to give the same type of information regarding children’s readiness, but 
in different ways. In both instances, the percentages of children who struggled with the 
transition, or were not ready for kindergarten at the beginning of the year were shocking, 
but there was a statistically significant decrease in those percentages at the end of the 
year. This reflects that teachers, for a number of reasons, perceived the children in their 
class somewhat differently at the end of the school year. This may be attributed to 
hindsight, reflecting that more children were indeed ready for kindergarten. A teacher’s 
familiarity with the children in his or her class that comes with time spent together, might 
also give a clearer perception of whether or not a child was ready for kindergarten. 
Perhaps teachers were, once again, more stressed or overwhelmed with a new class, with 
a wide variety of needs and backgrounds at the beginning of the year, as compared to the 
end of the year.  
 Even more surprising, however, is that some teachers rated their entire class as 
not ready for kindergarten, while others reported that all of the children in their class 
were ready for kindergarten entry. This demonstrates the enormous amount of variance in 
expectations that teachers hold for the children entering their classes. One could argue, 
though, that teachers who rated 100% of their class as not ready do not differ entirely in 
how realistically they view children’s needs in kindergarten from those teachers who 
rated all of their students as being ready. There are perhaps large differences in the 
considerations of what teachers look for in terms of readiness. This finding leaves the 
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question of what factors are associated with this variance and gives support for the idea 
of focusing on “ready schools” versus “ready children.” Children arrive at kindergarten 
with a myriad of different experiences, skills, and backgrounds, and in order to allow all 
children to feel success in kindergarten some of the burden of “readiness” needs to be 
placed on the schools (Copple & Bredekamp, 2009; NAEYC, 1990; Nelson, 2005). 
Teachers, school administrators and legislators need to ensure that schools are able to 
meet the needs of children at all levels of development.   
 At the pretest, teachers with English as a second language (ESL) endorsements 
rated a statistically significant higher percentage of children as not being ready for 
kindergarten as compared to teachers without this endorsements. This could be for a 
number of reasons. Teachers with ESL endorsement may have different, possibly more 
rigorous, expectations for kindergarten readiness. Another reason is that perhaps that 
more children who are English language learners are placed in classes of teachers with 
this particular endorsement, thus increasing the possibility that these teachers with ESL 
endorsement did, in fact, have more children with this unique risk factor, which in turn, 
may have lead to more children who seemed not ready for the rigors of kindergarten.   
 Consistent with other correlational findings in this study, as the number of 
children qualifying for free lunch increased, the percentage of children teachers reported 
as not ready for kindergarten also increased at both the pretest and posttest. In addition at 
the pretest, as the number of children with special needs went up, the percentage of 
children judged as not ready for kindergarten went up as well. These are not surprising 
findings based on the fact that the literature identifies these two groups of children as 
more likely to not be ready for kindergarten (Brooks-Gunn, 2003; Burts et al., 1992; 
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Huffman & Speer, 2000;  Rimm-Kaufman et al., 2000, Winter & Kelley, 2008). 
However, it is possible that teachers who had larger numbers of children with these 
particular risk factors felt more overwhelmed by the challenges they might be presented 
with, and perceived those children as not ready for kindergarten. Another cause of stress 
for teachers in this situation could have been the obligation for their children to perform 
well on standardized  tests, which is placed on them by external sources (Goldstein, 2007; 
Hyun, 2003), and not feeling able to also address all of the unique needs a class of 
children possessed. Children with these risk factors, for a myriad of reasons, often enter 
school lacking required skills to be successful in kindergarten (Brooks-Gunn, 2003; 
Rimm-Kaufman et al., 2000). Winter and Kelley (2008) documented that “forty years of 
research continues to underscore the association of poverty with lack of school readiness 
skills and abilities” (p. 264). Helping children with risk factors be prepared for school is 
important, as research has shown that the level of competence a child displays in 
academic, social, and emotional skills in kindergarten is a key predictor in later school 
success (Copple & Bredekamp, 2009;  McClelland et al., 2006; NAEYC, 1990; Rimm-
Kaufman et al., 2000). 
 Possibly one of the most intriguing findings of this study is that as the class size 
increased the percentage of children reported as not ready for kindergarten decreased.  A 
possible reason for this could be that when a teacher had a large class of children to be 
responsible for they had less time to focus on individual challenges a child might have 
displayed, and therefore any problems or lack of skills were not as easily highlighted. 
 This finding could also be attributed to teachers possibly feeling it was too difficult to 
teach the large group of children all at once in a teacher-directed didactic situation. 
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Therefore, they may have planned more center-type activities where children learn in 
smaller groups. If teachers are indeed making this change, they would also have provided 
children with more choices in what they wanted to explore, which is a more 
developmentally appropriate way for children to learn. In fact, researchers (Copple & 
Bredekamp, 2009) have shown that this is how children learn best. Teachers are more 
likely to be able to observe more readily what children are capable of doing or what skills 
they actually possess in this more developmentally appropriate context. Fromberg (2006) 
documented that “both socio-dramatic play, including unit floor blocks, and art media are 
ways for children to represent their understanding and for teachers to assess what 
children can do” (p. 82). Therefore, because of the larger class size, children may have 
been able to participate in more appropriate activities, thereby more easily providing 
evidence for the teacher to see that they were indeed ready for kindergarten entry. The 
danger of the changes that are occurring in kindergarten classrooms across the United 
States, including the intense focus on achievement tests (Fromberg, 2006; Goldstein, 
2007; Hyun, 2003) partly lies in the diminished time children are able to spend in 
developmentally appropriate activities. In turn, they are spending more time preparing for 
a high performance on standardized tests, and sadly children are not able to fully 
demonstrate their abilities for their teachers.  
 In summary, teachers reported a statistically significantly larger percentage of 
children were not ready for kindergarten entry at the beginning of the year as compared 
to the end of the year. Teachers with ESL endorsement rated more children as not ready 
for kindergarten entry at the beginning of the year than teachers without. At the 
beginning and end of the school year, as the number of children who qualified for free 
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lunch went up, the percentage of children teachers perceived as not ready for 
kindergarten also went up. At the end of the year, as the number of children with special 
needs increased, the percentage of children rated as not ready for kindergarten entry also 
increased. Also at the posttest, as the class size increased the percentage of children rated 
as not ready for kindergarten entry decreased.  
 
Research Question 3 
 
 
  The third research question read, “Do kindergarten teachers’ developmentally 
appropriate beliefs change from the beginning of the school year (pretest) to the end of 
the school year (posttest)?” 
 Teachers’ belief scores were statistically significantly higher at the beginning of 
the school year as compared to the end of the school year. Teachers in this study had a 
mean beliefs score of 3.9 at the beginning of the year and 3.8 at the end of the year on a 
scale of 5, with 5 being very appropriate indicating that teachers overall, despite the 
change over the year, had high developmentally appropriate beliefs at both the beginning 
and at the end of the school year. Overall belief scores ranged from 1 to 5 on both the 
pretest and posttest, indicating there was a large range of what teachers feel is “not 
important at all” and what is “extremely important.”  Teachers’ responses for the most 
developmentally appropriate belief items indicated that teachers believed that the 
majority of items were “fairly” to “extremely important.” However, the mean scores of 
the top five most appropriate belief items were all above 4.5 showing that, for the most 
part, teachers believed those items to be “very important” or “extremely important” to 
early childhood programs. The items that teachers believed to be the most 
 89
developmentally appropriate did not change from the beginning of the school year 
(pretest) to the end of the school year (posttest). These items included the importance of 
having stories read to children everyday, having teacher-child interactions be positive to 
foster self-esteem and a love of learning, having daily opportunities for children to 
develop social skills, and items concerning positive methods for guiding and addressing 
children’s behavioral needs. These items covered a wide array of developmental areas, 
which points to the idea that teachers believe in the importance of teaching children from 
a whole-child perspective, which is one of the underpinning principles of 
developmentally appropriate practice (Copple & Bredekamp, 2009). The items that 
teachers rated as most developmentally appropriate show that they believe that these 
activities are important to a young child’s development, despite external pressures to 
stray from implementing curriculum in developmentally appropriate ways (Fromberg, 
2006). 
 Nelson and Smith (2004) demonstrated, consistent with others (Parker & 
Neuharth-Pritchett, 2006), that teachers can benefit from training on how to adopt 
developmentally appropriate beliefs and implement practices in line with those beliefs in 
the midst of resistance and adversity. In support of this knowledge, Deal and White 
(2006) recognized the importance of support and education programs for new teachers, 
who may be easily influenced by external factors, to put their developmentally 
appropriate beliefs into practice. This points to the importance of making sure there are 
qualified teachers, with knowledge of how children learn best in classrooms (Cochran-
Smith, 2002; Hyun, 2003), while also providing support to those teachers to be advocates 
for their beliefs about developmentally appropriate practice. 
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 The items teachers reported as the least developmentally appropriate on the 
pretest appeared on the posttest as well. However, the order of the items changed from 
pretest to posttest. Teachers rated giving readiness or achievement tests as an evaluation 
of children’s progress as the least developmentally appropriate item for both the pretest 
and the posttest. Responses on this item ranged from 1-4 showing that not one teacher 
saw this item as extremely important. However, teachers’ responses yielded a mean of 
2.3 on the pretest and posttest after being reverse coded. Teachers believe readiness or 
achievement tests to be between “fairly important” and “very important” as a measure of 
children’s progress. It is interesting that administering readiness or achievement tests was 
the least developmentally appropriate belief item in light of the fact that teachers in all 
states are required to administer these types of tests to their kindergarten students as part 
of the government mandated NCLB act (Jeynes, 2006). Some teachers may report that 
these evaluations are important because their schools’ “success” and funding depends on 
test scores. Other teachers might have accepted these tests as a normal part of their 
curriculum, as they are becoming so commonplace in United States schools. This shows 
how external factors might be shaping teachers’ beliefs about what is necessary, if not 
developmentally appropriate. 
 Other items that appeared as the least developmentally appropriate on both the 
pretest and posttest include having planned activities for outdoor time, the importance of 
letter and word recognition in preschool, the importance of the teacher talking to the 
whole group and for children to do the same things at the same time, and the importance 
of providing the same curriculum and environment for each group of children. Each of 
these had a mean score below 2.63 which is well below being developmentally 
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appropriate; however, the range for each of these items was 1-5, indicating the wide 
variation of beliefs on these topics.   
 Additionally, nine individual belief items dropped statistically significantly from 
the pretest to the posttest, which is consistent with the overall drop in teacher’s 
developmentally appropriate beliefs from pretest to posttest discussed earlier. Specific 
items included the importance of parents/guardians to be involved in ways that are 
comfortable for them, the importance of children dictating stories to the teacher, 
providing many daily opportunities for children to develop social skills, the importance 
of children seeing and using functional and environmental print, the importance of 
teachers to engage in on-going professional development in early childhood 
development, and ensuring that different races, ages, and abilities are displayed in books, 
pictures and materials in the classroom. The change over time for some of these items 
might be explained by the children demonstrating proficiency in these specific areas, and 
therefore, the teacher changed the area of their focus, or perhaps the burn-out that may 
occur for some teachers toward the end of the year. For example, planning and 
implementing opportunities for children to develop social skills or planning for children 
to dictate stories to the teacher can take a lot more time and energy. Teachers may also be 
feeling pressure from external sources which influence their instructional choices 
(Fromberg, 2006; Goldstein, 2007; Parker & Neuharth-Pritchett, 2006). They may be 
under such time constraints to make sure that students have been taught everything they 
needed to know to take end of level tests and be “ready” for first grade that they may not 
want to take the extra time to focus on other developmental areas outside of the academic 
realm. In addition, teachers might have felt that it was more important for 
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parents/guardians to be involved in ways that were comfortable for them at the 
beginning of the year as opposed to the end of the year. At the beginning everyone is still 
trying to get to know each other and if parents/guardians are more comfortable in the 
classroom, it is less stressful for the teacher, and the parents might be willing to do more 
to help out.   
 This study also found that teachers with an early childhood education licensure 
had statistically significantly more appropriate beliefs at the pretest and posttest than 
teachers without this licensure. This is consistent with other research on the topic of 
teacher education programs (Deal & White, 2006; Nelson & Smith, 2004; Parker & 
Neuharth-Pritchett, 2006). Teachers who experience training in ECE had more success in 
translating their developmentally appropriate beliefs into practices that match those 
beliefs. Furthermore, Copple and Bredekemp (2009) stated that when a teacher 
understands the developmental stages of a child and takes that information into account, 
that teacher is better able to meet the child’s needs. Teachers who possessed English as a 
second language endorsement were also statistically significantly more appropriate in 
their beliefs at both the pretest and posttest.  
 In addition to the types of training teachers have, this study found that the types of 
teaching experience a teacher has are associated with their developmentally appropriate 
beliefs. Teachers with kindergarten and grade school experience had statistically 
significantly lower developmentally appropriate beliefs at the posttest than teachers who 
have only taught kindergarten and those who have taught preschool, kindergarten, and 
grade school. This finding may be influenced by a number of factors: teachers who have 
taught older grades may understand the external pressure on them to ensure that children 
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to perform well on tests, and the expectations they may have had for the teachers 
below them to “prepare” children for the next grade. Therefore, they may want to ensure 
their students know everything they need to know for the first grade in order to have their 
students’ “success” reflect positively on their teaching. This may cause teachers with this 
type of teaching experience to shift their priorities for children in ways that do not always 
align with developmentally appropriate beliefs. They also may not be as aware of 
developmental needs of children nor may they have as much practice at creating and 
experimenting with developmentally appropriate strategies which meet these same 
objectives. It could also be that teaching preschool in addition to the other grades and 
only teaching kindergarten makes it easier to focus on what is developmentally 
appropriate for children at early ages.  
 In summary, teachers’ developmentally appropriate beliefs were higher at the 
beginning of the school year than at the end. The belief items that teachers believed to be 
the most and least developmentally appropriate at the beginning and end of the year were 
reading stories daily to children and administering readiness or achievement tests as an 
evaluation of children’s progress, respectively. Teachers with early childhood education 
licensure (ECE) and teachers with English as a second language (ESL) endorsement had 
higher developmentally appropriate belief scores at both the beginning and end of the 
school year when compared to teachers without the respective licensure or endorsement. 
Teachers with kindergarten and grade school experience had lower developmentally 
appropriate beliefs than the other experience groups.  
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Research Question 4 
 
 
 The final research question of this study, “Do kindergarten teacher’s 
developmentally appropriate practices change from the beginning of the school year 
(pretest) to the end of the school year (posttest)?”  
 Teachers reported implementing statistically significantly more developmentally 
appropriate practices at the end of the school year as compared to the beginning of the 
school year. It seems that this increase in teachers’ developmentally appropriateness may 
be attributed to teachers who are implementing inappropriate activities less, rather than 
increasing the amount of developmentally appropriate activities they choose to 
implement. The overall increase, however, may be due to many factors. Teachers may 
not be feeling as overwhelmed at the end of the year as compared to the beginning of the 
year, therefore, they may be better equipped to focus on implementing developmentally 
appropriate activities.  
 Nevertheless, even with this positive increase in developmentally appropriate 
practices at the end of the school year, consistent with other research (e.g., Parker & 
Neuharth-Pritchett, 2006), teachers’ reported practices were found to be lower than their 
reported beliefs scores. The inconsistency between teachers’ beliefs and their practices is 
a central theme of continuing study by researchers trying to identify issues that prevent 
teachers from transforming developmentally appropriate beliefs into practices within 
their classrooms. Parker and Neuharth-Pritchett (2006) asserted that outside factors, such 
as pressure from upper grades and curriculum constraints, are adversely affecting 
teachers’ choices in the experiences they offer their students. Goldstein (2007) has 
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declared that with the changing role of kindergarten, from a bridge between children’s 
early educational experiences and the rigors of real school to a preparatory time for 
success on high-stakes testing, many teachers are finding it difficult to strike a balance 
between fulfilling the mandated demands places on them and their commitment to teach 
in developmentally appropriate ways. However, Goldstein further stated that “many early 
childhood teachers are searching for strategies that will help them respond to the new 
expectations in responsive, effective ways” (p. 380). Goldstein among others (e.g., Graue, 
2006; Parker & Neuharth-Pritchett, 2006) suggested that kindergarten teachers can and 
must find ways to adapt to the changing kindergarten climate of high-stakes testing and 
increased focus on academics while not sacrificing the teaching strategies they know to 
be best for children. Graue (2006) stated it simply by saying, “You can have standards for 
learning without standardizing your teaching” (p. 8).  
 Teachers’ most developmentally appropriate practices items changed from pretest 
to posttest, although the most developmentally appropriate practice item, sing, listen 
and/or move to music remained consistent from the pretest to the posttest. Teachers 
responded that the children in their classrooms participated in music and movement 
activities at least two to four times per week, if not daily. All of the other top-ranked 
items for both the pretest and posttest had a mean practice scores above 4 on a scale of 1 
to 5, with 5 being the most developmentally appropriate. This demonstrates that teachers 
are implementing appropriate teaching strategies within their classrooms while also 
complying with academic standards. Teachers also reported implementing items such as 
integrating multiple subjects, and experimenting with writing by drawing, copying, and 
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invented spelling two to four times a week, if not daily. This suggests that teachers are 
using developmentally appropriate strategies to teach in academic areas.  
 The least developmentally appropriate practices items changed from pretest to 
posttest, with the two least developmentally appropriate items remaining consistent. 
Participating in whole-class, teacher-directed instruction was the least developmentally 
appropriate item with participating in rote counting as the second least developmentally 
appropriate practice item. Teachers reported implementing these activities regularly or 
very often, even after reverse coding. All of the least developmentally appropriate 
practices items were reverse coded, with the exception of one: how often do parents read 
stories or share a skill or hobby with the class. Other practices items reported as least 
developmentally appropriate include handwriting on lines, working in assigned ability 
levels, using flashcards with ABCs, sight words, and/or math facts on them, and using 
commercially prepared phonics activities. It is possible that teachers are using these 
techniques to complete set academic curriculum objectives, or that they are trying to 
satisfy school officials and parents, by showing children’s ability to perform on academic 
tasks.  
 Seven practice items changed statistically significantly from pretest to posttest. 
Items including experimenting by drawing, copying, and using invented spelling, 
participating in rote counting, color, cut, and paste pre-drawn forms, and whole-class 
teacher-directed instruction all became more developmentally appropriate. It is 
interesting to note that, although teachers reported implementing whole-class instruction 
and rote counting statistically significantly less often on the posttest, the practices means 
for this item still remain developmentally inappropriate. The items that became less 
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developmentally appropriate include music and movement activities, using 
manipulatives, and having parents read stories or share a skill or hobby with the class. 
Interestingly, even though the practice items for music and movement activities and using 
manipulatives dropped statistically significantly from the pretest to the posttest the means 
remain on the high end of being developmentally appropriate. 
 Examining the findings for differences in practice means between teachers with a 
master’s degree and those without shows teachers with a master’s degree had statistically 
significantly higher developmentally appropriate practices than those teachers with only a 
bachelor’s degree. This finding supports the results of Nelson and Smith (2004) and 
others (e.g., Parker & Neuharth-Pritchett, 2006) showing that teachers implemented 
significantly more developmentally appropriate practices upon completion of a master’s 
degree. They purport that the courses required to complete the master’s program 
increased student’s awareness and understanding of developmentally appropriate 
practice. Perhaps teachers with a master’s degree are stronger in implementing what they 
know to be developmentally appropriate. As the focus of kindergarten becomes more 
academic in nature, teachers may feel pressure to stop employing techniques that include 
hands-on exploration and play and start implementing less appropriate strategies such as 
whole-class, didactic instruction and teaching to tests. In addition, Parker and Neuharth-
Pritchett (2006) assert that many teachers who believe in developmentally appropriate 
practices, but do not actually teach within those beliefs, attribute the inconsistency to the 
lack of confidence in knowing how to implement DAP and view it as more difficult. 
However, the current study’s finding supports the tendency that, with specialized 
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training, teachers may be more confident and prepared to implement developmentally 
appropriate practices.  
 Teachers with preschool and kindergarten teaching experience reported 
statistically significantly higher developmentally appropriate practices on the posttest 
when compared to teachers with only kindergarten, kindergarten and grade school, or 
teachers with all three types of teaching experience. This is consistent with the finding 
that teachers with early childhood education licensure reported statistically significantly 
higher developmentally appropriate practices at the end of the year as compared to 
teachers without this licensure. It may be that teachers who have had experience and 
training in the most appropriate ways to teach children in this age group have a better 
understanding of how young children learn best. Or, perhaps, they are better able to 
articulate to parents and administrators rationale for their teaching practices. They may 
also have more knowledge of the unique characteristics of preschool and kindergarten-
aged children and are, therefore, better able to have realistic expectations and more 
consistently implement developmentally appropriate practices to help children meet those 
expectations. There was a relatively small number of teachers in this study who did not 
posses ECE licensure; however, this gives support for the argument that this licensure 
should be a requirement for all kindergarten teachers (Cochran-Smith, 2002). 
 An intriguing finding in this study was that teachers with an English as a second 
language (ESL) endorsement had statistically significantly lower developmentally 
appropriate practices at the posttest than teachers without ESL endorsement. However, 
teachers with ESL endorsement also had higher beliefs than teachers without. It leaves 
one to wonder what may be influencing the gap between beliefs and practices for this 
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group of teachers. Of further interest is that teachers with ESL endorsement, when 
compared to teachers without, rated statistically significantly more children as having a 
very difficult kindergarten entry at both the pretest and posttest. In addition this group of 
teachers also rated a statistically significantly higher percentage of children as not being 
ready for kindergarten. Clearly these findings are interrelated. For instance, Hart and 
colleagues (2003) found that developmentally inappropriate practices were related to 
increased child aggression, hostility, and hyperactive distractible behaviors. Teachers in 
this study reported implementing significantly less developmentally appropriate practices 
at the posttest, which may have influenced the behavior of their students, thereby 
influencing their perception that significantly more children had a difficult transition to 
kindergarten. In addition, teachers with ESL endorsement in this study may have 
different expectations than teachers without, thus perceiving significantly more children 
as not being ready for kindergarten and also more children as having a difficult transition. 
A third explanation is that school officials possibly perceived teachers with ESL 
endorsement, as being more prepared to teach children who are English language learners 
and, therefore, those teachers were given more children with this unique risk factor for 
kindergarten readiness (Rimm-Kaufman et al., 2000). This may, in turn, have raised the 
number of challenges with which these teachers were faced: a larger workload with more 
children who were not ready for kindergarten, and/or had a difficult entry. If this was the 
case then, less time and attention could be devoted to planning and implementing 
developmentally appropriate practices.     
 Teachers with reading endorsements were found to have statistically significantly 
lower developmentally appropriate practices at both the pretest and posttest than those 
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teachers without. This is a surprising finding, because the trend has been that the 
more specialized training or education teachers have, the more equipped they are to teach 
in developmentally appropriate ways. This finding may be attributed to the type of focus 
in a reading endorsement. Because of the academic nature of a reading endorsement, 
teachers may not be as focused on using a whole-child approach. This points to the notion 
that the type of specialized training a teacher receives does influence the type of 
instruction they offer their 5- and 6-year-old students.   
 Lastly, this study found that as the number of children enrolled in the class 
increased, the teachers’ developmentally appropriate practices increased. This is an 
unexpected finding. However, it could be that as the class size increases, teachers may 
find it more difficult to teach to the whole-group at one time. As a result, teachers may 
plan activities that include smaller groups where children are doing different things at the 
same time. If teachers are indeed changing their approach to teaching in these ways it 
would increase the developmentally appropriateness of their practices.  
 To summarize, kindergarten teachers’ developmentally appropriate practices 
(DAP) were higher at the end of the school year than at the beginning. Teachers with a 
master’s degree had higher DAP scores regardless of the time of year. At the beginning 
of the year teachers with English as a second language (ESL) endorsement had lower 
DAP scores than teachers without. Teachers with early childhood education licensure had 
higher DAP scores at the end of the year when compared to teachers without. Also, at the 
end of the school year, teachers with preschool and kindergarten teaching experience 
reported higher DAP scores than teachers with in the other experience groups. Teachers 
with reading endorsement reported lower DAP scores at both the beginning and end of 
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the school year than teachers without. Finally as the class size increased, teachers’ 
DAP scores also increased.  
 In conclusion, Parker and Neuharth-Pritchett (2006) contended that teachers who 
employ a more teacher-directed approach do not feel as much pressure from upper grade 
teachers. However, these teachers also do not feel that they have much control over their 
curriculum, whereas, teachers who use a child-centered style of teaching feel that they 
have more control over their curriculum, but they often feel more pressure from teachers 
of upper grades. This brings up the question of whether or not teachers feel free to 
implement developmentally appropriate practices, while also fulfilling the obligations 
that have been placed on them by factors such as the NCLB Act. Goldstein (2007) 
summed it up well with the statement “In order to meet the varied needs of their students, 
the myriad demands placed upon them, and the expectations mandated by the district and 
state, kindergarten teachers need access to a full range of practices and the freedom to 
select the tool that best fits the demands of the given situation” (p. 396). 
 
Limitations 
 
 
There are some limitations of this study that must be considered. First, some of 
the group sizes were small for the comparisons between teachers with specific licensures 
and endorsements and those without.  For example, there were only nine kindergarten 
teachers who did not posses the early childhood (ECE) endorsement. Many significant 
differences emerged between those teachers with ECE licensures and those without, and 
because of the small number of teachers without ECE licensure, the application of those 
findings are limited. 
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Next, teachers’ developmentally appropriate practices were obtained by way 
of self-report. Nelson and Smith (2004) validated the assertion that when teachers are 
assessing their developmentally appropriate practices in a self-report format, they lean 
toward higher levels of implementing developmentally appropriate practices. Without 
verifying teachers’ actual practices by classroom observation, there is no way to know 
how accurate or valid their reports are.  
Another limitation to this study was that not all superintendents were willing to 
allow their district to participate in the study, including the largest district in the state, 
representing 210 kindergarten teachers. Participation of these districts likely would have 
increased the sample size, and the representation of urban schools, thereby, widening the 
ability to generalize findings to Utah as a whole.  
A final limitation to this study was that, because of the number of tests run with 
these data, the risk of Type I errors was high. It is possible that some of the statistically 
significant findings occurred only by chance. Nevertheless, all statistically significant 
findings were investigated to identify significant themes in teachers’ perceptions of 
children’s transition to kindergarten.  
 
Implications 
 
 
There are several implications of this study. First is that kindergarten transition 
affects a lot of people and is an important time in a child’s life. Clearly teachers have 
different perceptions of their kindergarten students at the beginning of the year compared 
to the end. For numerous reasons teachers, overall, viewed the children in their class as 
less ready for kindergarten entry and as having had a difficult transition at the beginning 
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of the year as compared to the end. Parents, preschool teachers, and school 
administrators need to be aware of the stresses that teachers are experiences at the 
beginning of the year so they can work to help alleviate some of the undue pressure on 
teachers.  
 Another implication involves the disconnection between children’s perceived 
capabilities and teachers’ expectations. Considering the formative early years in a child’s 
life and the lasting effects of kindergarten transition, it is important that children’s 
introduction to formal schooling is not tainted with an overly stressed kindergarten 
teacher who, because of curriculum constraints and other factors, is not able to recognize 
what students are actually capable of doing. In light of the findings that teachers in this 
study reported one fifth of children as having had a difficult transition and a quarter of the 
children as not ready for kindergarten entry, parents and preschool teachers, specifically, 
need to have a continuing dialogue with kindergarten teachers about ways they can help 
prepare children for the kindergarten transition. Teachers also need to receive training to 
gain skills to improve children’s transitions.  
Additionally, findings suggest that teachers with higher education, more 
experience in teaching young children, or specialized training in how children learn best 
had higher developmentally appropriate practices. With the shifting focus of 
kindergarten, to being more academic in nature, it is important that teachers feel free to 
implement curriculum that is consistent with their developmentally appropriate beliefs. 
Therefore, school officials and policy makers need to be aware of how young children 
learn best in order to shape education programs for teachers that will benefit children the 
most. Efforts made in this direction may also help to close the gap that is evident between 
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teachers’ developmentally appropriate beliefs and their practices. Goldstein (2007) 
substantiated the contention that the “philosophy of valuing, treasuring, and protecting 
young children’s right to their childhood [is what] makes today’s kindergartens, like 
those of the past, a paradise of childhood” (p. 380).  With all of the evidence of the 
immediate and delayed benefits of developmentally appropriate curriculum, parents, 
preschool teachers, school administrators, and legislatures need to provide support for 
kindergarten teachers to fight for a child’s right to learn in a developmentally appropriate 
environment.  
Teachers need support and education to gain skills in ways to inform parents and 
school administrators of the importance of DAP. If parents are aware of the implications 
developmentally appropriate practices have for their children they can be partners with 
kindergarten teachers in ensuring that mandated academics are still taught to children in 
developmentally appropriate ways. Jeynes (2006) denoted that the founder of 
kindergarten, Fredrick Froebel, contended that focusing on only the academic aspects of 
development, with little or no focus on the moral and social development of children does 
not necessarily ensure the success in future schooling and the real world. In fact research 
has shown that Frobel was right; McClelland and others (2006) have asserted that 
children’s early learning-related skills are a measure of later academic success. They also 
maintain that early learning-related skills are consistent with the principles of 
developmentally appropriate practices (DAP) and that settings where DAP is 
implemented help foster early learning-related skills, such as self-regulation, following 
directions, and getting along with peers. 
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  Additionally, Froebel asserted that “if academic subjects were introduced to 
children in too rigid a way, like instructing them in the formal rules of grammar, children 
could lose the inherent joy in learning” (Jeynes, 2006, p. 1941), which may have a lasting 
impact on how a child approaches learning in the future. With the climate of kindergarten 
shifting to a more academic focus, parents, teachers and school administrators need to be 
vigilant in the decisions they make on behalf of a child’s education, ensuring that a 
balance exists between cognitive, social, and emotional development. “The children’s 
garden has to be a place for every child to grow and learn, in every dimension of 
development. That means a place in kindergarten for every child” (Graue, 2006, p. 10). 
The next implication is that the concept of ready environments needs to be more 
of a focus for parents and teachers so the burden of “proof of readiness” is lifted from the 
shoulders of the children. Children need to be viewed as individuals with unique needs 
and with varying levels of development, thus reinforcing the notion that “readiness” is 
not a one-dimensional model that can be measured by a test. Fromberg (2006) asserted 
when standardized tests become the basis for measuring how well a child is doing, some 
adults teach to the test alone, and that “when tests can only measure isolated skills, 
drilling for the test sometimes replaces vivid and deep intellectual/experiential education” 
(p. 82).  
Kindergarten is facing fierce pressure to align itself more closely with upper 
grades and mandated standards, “in order to weather this difficult process and emerge 
with its most significant distinguishing qualities intact kindergarten will need to sharpen 
its capacity to adapt” (Goldstein, 2007, p. 397). Teachers need support in implementing 
developmentally appropriate curriculum that meets the diverse needs and capabilities of 
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the children they teach. A final implication was summed up well by Fromberg (2006): 
 When considering the context of kindergarten, the issue of children’s education 
 might be reframed from one of preparing children for the rigors of elementary 
 school to one of making each year a significant and wonderful educational 
 experience that retains young children’s openness to learning and helps them to 
 have significant experiences for their own sake. (p. 83) 
 
Suggestions for Future Research 
 
 
This study examined data from matched pretest/posttest surveys of 180 Utah 
kindergarten teachers. A suggestion for future study would be to increase or expand the 
scope of this study with a larger sample size from a larger area, in order to generalize 
findings to a broader population.  
Because one of the limitations of this study was there was no way to verify the 
actual developmentally appropriate practices (DAP) of teachers because of the self-report 
format of the survey, it is important that future studies include observation of teachers’ 
actual practices by a trained observer. This will provide evidence of what practices 
teachers are actually implementing in their classrooms.  
Observation, in addition to surveys or interviews, at the beginning and end of the 
school year, would give insight into sources of external pressures to stray from 
implementing developmentally appropriate practices in order to fulfill mandated 
achievement standards. Moreover, this would allow for gathering information about the 
context within which teachers make instructional choices, and determine if they feel free 
to implement a curriculum program that is in line with their beliefs about how young 
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children learn best. Moreover, having teachers identify sources of stress at the 
beginning and the end of the school year might give additional insight into the gap that 
has frequently been documented between beliefs and practices.  
It would also be interesting to assess how teachers are adapting to the increased 
focus on academics and achievement testing in developmentally appropriate ways. 
Information on teachers’ perceived ability to talk with parents and school administrators 
about the importance of DAP would also be useful in creating support programs for 
teachers to continue teaching in developmentally appropriate ways. A final suggestion is 
to examine the longitudinal effects of a smooth transition to kindergarten, and conversely, 
the longitudinal outcomes of children who were rated as not ready for kindergarten would 
be equally as interesting and enlightening.  
 
Conclusion 
 
 
This study was an exploration of teachers’ experiences with developmentally 
appropriate beliefs and practices, as well as their perception of children’s transition to 
kindergarten. It was designed to discover if there was a change from the beginning of the 
school year to the end in the percentage of children who were perceived to have had a 
very successful, moderately successful, or difficult transition, or in the percentage of 
children who were perceived as not ready for kindergarten. Additionally this study sought 
to determine if there was a change from the beginning of the school year to the end in 
teachers’ developmentally appropriate beliefs and practices.  
Teachers perceived significantly more children as having had a difficult transition 
to kindergarten at the beginning of the year when compared to the end of the year. 
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Overall, teachers perceived close to one-fifth of children as having had a difficult 
transition with many problems or serious concerns. Teachers reported a statistically 
significantly larger percentage of children were not ready for kindergarten entry at the 
beginning of the year when compared to the end of the year. Moreover, teachers’ 
developmentally appropriate beliefs were statistically significantly higher at the 
beginning of the school year than at the end of the school year. Conversely, teachers 
reported statistically significantly higher developmentally appropriate practices at the end 
of the school year compared to the beginning of the year.  
Teachers with early childhood education licensure were statistically significantly 
more likely to rate more children as having had a successful entry, and had statistically 
significantly higher developmentally appropriate belief and practices scores, when 
compared to those teachers without, whereas teachers with English as a second language 
(ESL) endorsement rated statistically significantly more children as having had a difficult 
transition, and more children as not being ready for kindergarten. These teachers also had 
significantly higher belief scores, but significantly lower practice scores.  
Moreover, as the number of children who qualified for free lunch increased the 
percentage of children teachers rated as having had a difficult entry and the percentage of 
children who were perceived as not ready for kindergarten also increased. Additionally, 
as the class size increased, teachers’ developmentally appropriate practices also 
increased, but the percentage of children rated as not ready for kindergarten entry 
decreased. 
 Teachers with a master’s degree had higher developmentally appropriate practice 
(DAP) scores. Whereas teachers with reading endorsement had significantly lower DAP 
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scores. Teachers with kindergarten and grade school experience had significantly 
lower developmentally appropriate beliefs than teachers with other types of experiences. 
Also, teachers with preschool and kindergarten teaching experience reported significantly 
higher DAP scores than teachers with only kindergarten and kindergarten and grade 
school experience.  
It is evident from this study that teachers have differing perceptions about how 
their students are handling the kindergarten transition from the beginning of the year to 
the end. The end of the school year seems to be a little brighter for teachers in terms of 
how “ready” their children seemed for kindergarten. It is a complex time for children as 
they enter kindergarten, and for teachers trying to weather the storm of pressure to 
prepare children for a high performance on an achievement test, while still trying to focus 
on teaching children what they need to know in developmentally appropriate ways.  
  It is clear that teachers are making curriculum choices within a multifaceted 
context, including their own expectations, governmental programs and school officials’ 
expectations, children’s prior school and family experiences, and parental expectations. 
In order for children to have a smoother, more successful entry to kindergarten it is 
important for those involved, most importantly teachers, to work toward understanding 
and alignment of each of these factors. Additionally all involved need to acknowledge 
that there is not a single definition of “readiness” and that each child may manifest their 
level of readiness in different ways (NAEYC, 1990; Nelson, 2005; Rimm-Kaufman et al., 
2000). Teachers should feel the freedom to implement a curriculum that is in harmony 
with how they know children learn best. What is apparent is that the type of early 
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experiences a child has is significant and that the success or failure they feel does 
indeed have a bearing on their lives far beyond the year they spend in kindergarten.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 111
REFERENCES 
 
 
Bredekamp, S., & Copple, C. (Eds., 1997). Developmentally appropriate practice in  
 
 early childhood programs (Rev. ed.). Washington, DC:  National Association  
 
 for the Education of Young Children. 
 
Brooks-Gunn, J. (2003). Do you believe in magic?: What we can expect from early 
 childhood intervention programs. SRCD Social Policy Report, 17, 3-14. 
Brosterman, N. (1997). Inventing kindergarten. New York: H.N. Abrams. 
 
Bryant, D. M., & Clifford, R. M. (1992). 150 years of kindergarten: How far have we  
 come? Early Childhood Research Quarterly, 7, 147-154. 
Bryant, D. M., Clifford, R. M., & Peisner, E. S. (1991). Best practices for beginners: 
 Developmental appropriateness in kindergarten. American Educational Research 
 Journal, 28, 783-803. 
Burts, D. C., Buchanan, T. K., & Benedict, J. H. (2001). Teacher beliefs and practices  
 
 survey: 3- to 5-year-olds. Unpublished manuscript. 
 
Burts, D. C., Hart, C. H., Charlesworth, R., Fleege, P. O., Mosley, J., & Thomasson, R.  
 
 H. (1992). Observed activities and stress behaviors of children in developmentally 
 
appropriate and inappropriate kindergarten classrooms. Early Childhood Research  
 
Quarterly, 7, 297-318. 
 
Cochran-Smith, M. (2002). Reporting on teacher quality: The politics of politics. Journal 
 of Teacher Education, 53, 379-382. 
Copple, C., & Bredekamp, S. (Eds., 2009). Developmentally appropriate practice in  
 
 early childhood programs (Third ed.). Washington, DC:  National Association  
 
 112
 for the Education of Young Children. 
 
Deal, D., & White, C. S. (2006). Voices from the classroom: Literacy beliefs and  
 
 practices of two novice elementary teachers. Journal of Research in Childhood  
 
 Education, 20, 313-327. 
 
Esparza, K. J. O. (1998). Parental and teacher priorities for children’s requisite 
 kindergarten entry skills. Unpublished master’s thesis, Utah State University.  
Executive summary of the no child left behind act of 2001. (2001). Retrieved from 
 http://www.ed.gov/nclb/overview/intro/execsumm.html  
Fact sheet on the major provisions of the conference report to H.R. 1, the no child left 
 behind act. (2001). Retrieved from http://www.ed.gov/nclb/overview/intro/ 
 factsheet.html  
Frequently asked questions about the praxis tests. (2009). Retrieved from 
 http://www.ets.org/portal/site/ets/menuitem 
Froebel, F. (1887). The education of man. Translated by W. N. Hailmann. New York: D. 
 Appleton. 
Fromberg, D. P. (2006). Kindergarten education and early childhood teacher education in  
 
 the United States: Status at the start of the 21st century. Journal of Early  
 
 Childhood Teacher Education, 27, 65-85. 
 
Goldstein, L. S. (2007). Embracing pedagogical multiplicity: Examining two teachers’  
 
 instructional responses to the changing expectations for kindergarten in U.S.  
 
 public schools.  Journal of Research in Childhood Education, 21, 378-399. 
 
Graue, M. E. (2006). This thing called kindergarten. In D. F. Gullo (Ed.), K today:  
 
 Teaching and learning in the kindergarten year (pp. 3-10). Washington, DC:  
 113
 
 National Association for the Education of Young Children. 
 
Hart, C. H., Yang, C., Charlesworth, R., & Burts, D. C. (2003, April). Kindergarten 
 teaching practices: Associations with later child academic and social/emotional 
 adjustment to school. Paper presented at the biennial meeting of the Society for 
 Research in Child Development, Tampa, FL. 
Huffman, L. R., & Speer, P. W. (2000). Academic performance among at-risk children:  
 
 The role of developmentally appropriate practices. Early Childhood Research  
 
 Quarterly, 15, 167-184. 
 
Hyun, E. (2003). The “No Child Left Behind Act” of 2001: Issues and implications for  
 
 early childhood teacher education. Journal of Early Childhood Teacher  
 
 Education, 24, 119-126. 
 
Jeynes, W. H. (2006). Standardized tests and Froebel’s original kindergarten model.  
 
 Teachers College Record, 108, 1937-1959. 
 
Knudsen-Lindauer, S. L., & Harris, K. (1989). Priorities for kindergarten curricula: 
 
Views of parents and teachers. Journal of Research in Childhood Education, 4,  
 
51-61. 
 
La Paro, K. M., Rimm-Kaufman, S. E., & Pianta, R. C. (2006). Kindergarten to 1st   
 
 grade:  Classroom characteristics and the stability and change of children’s  
 
 classroom experiences.  Journal of Research in Childhood Education, 21, 189- 
 
 202. 
 
McClelland, M. M., Acock, A. C., & Morrison, F. J. (2006). The impact of kindergarten  
 
 learning-related skills on academic trajectories at the end of elementary school.  
 
 114
 Early Childhood Research Quarterly, 21, 471-490. 
 
National Association for the Education of Young Children (NAEYC). (1990). NAEYC 
 position statement on school readiness. Young Children, 46, 21-23. 
National Center for Early Development and Learning. (1996). Transition practices  
 
 survey. Chapel Hill: University of North Carolina. 
 
Nelson, R. F. (2005). The impact of ready environments on achievement in kindergarten. 
 Journal of Research in Childhood Education, 19, 215-221. 
Nelson, R. F., & Smith, A. B. (2004). Changes in teachers’ perceptions of  
 
 developmentally appropriate practice. Journal of Early Childhood Teacher  
 
 Education, 25, 75-78. 
 
New No Child Left Behind Flexibility: Highly Qualified Teachers. (2004).  
 Retrieved from http://www.ed.gov/nclb/methods/teachers/hqtflexibility.html 
Parker, A., & Neuharth-Pritchett, S. (2006). Developmentally appropriate practice in  
 
 kindergarten: Factors shaping teacher beliefs and practice. Journal of Research in  
 
 Childhood Education, 21, 65-78. 
 
Public School Review. (2009). Retrieved from http://www.publicschoolreview.com/ 
 publicschools/stateid/UT 
Questions and Answers on No Child Left Behind (NCLB). (2004). Retrieved from 
 http://www.ed.gov/nclb/accountability/schools/accountability.html 
 
Rimm-Kaufman, S. E., Pianta, R. C., & Cox, M. J. (2000). Teachers’ judgments of  
 
 problems in the transition to kindergarten. Early Childhood Research Quarterly,  
 
 15, 147-166. 
 
Schmidt, H. M., Burts, D. C., Durham, R. S., Charlesworth, R., & Hart, C. H. (2007).  
 115
 
 Impact of the developmental appropriateness of teacher guidance strategies on  
 
 kindergarten children’s interpersonal relations. Journal of Research in Childhood  
 
 Education, 21, 290-301. 
 
Schweinhart, L. J., & Weikart, D. P. (1997). The high/scope preschool curriculum 
 comparison study through age 23. Early Childhood Research Quarterly, 12, 117-
 143.  
Winter, S. M., & Kelley, M. F. (2008). Forty years of school readiness research: What 
 have we learned? Journal of the Association for Childhood Education 
 International, Annual Theme, 84, 260-266. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 116
 
 
 
 
 
 
 
 
 
 
APPENDICES 
 
 
 
 
 
 
 
 
 
 
 
 
 117
 
 
 
 
 
 
 
 
 
 
Appendix A. Letter to Superintendent 
 
 
 
 
 
 
 
 
 
 
 
 118
 
 119
 
 
 
 
 
 
 
 120
 
 
 
 
 
 
 
 
 
 
Appendix B. Letter to Kindergarten Teacher 
 
 
 
 
 
 
 
 
 
 121
 
 
 
 122
 
 
 
 
 
 
 
 
 
 
Appendix C. Transition Practices Survey/Teacher Beliefs and Practices 
 Survey Packet 
 
 
 
 
 
 
 
 
 
 123
 
 
 124
 
 125
 
 126
 
 127
 
 128
 
 129
 
 130
 
 131
 
 132
 
 133
 
 134
 
 135
 
 136
 
 137
 
 138
 
 
 
 
 
 
 
 139
 
 
 
 
 
 
 
 
 
 
Appendix D. Tables 
 
 
 
 
 
 
 
 
 
 
 
 
 140
 
Table 12 
 
Analysis of Variance Results for Early Childhood Education Licensure and  
Very Successful Transition 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
Early childhood education 
 
1 5935.63 5935.63 4.60 .033 
Error 1 
 
169 217704.68 1288.19   
Within subjects 
 
  
 
   
Time 
 
1 369.68 369.68 .89 .346 
Early childhood education x time 
 
1 17.68 17.68 .04 .837 
Error 2 169 69973.58 414.04   
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Table 13 
 
Analysis of Variance Results for Early Childhood Education Licensure and  
Moderately Successful Transition 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
Early childhood education 
 
1 4031.73 4031.73 5.940 .016 
Error 1 
 
167 113357.69 678.78   
Within subjects 
 
  
 
   
Time 
 
1 308.71 308.71 .980 .324 
Early childhood education x time 
 
1 325.99 325.99 1.035 .310 
Error 2 167 52592.19 314.92   
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Table 14 
 
Analysis of Variance Results for Early Childhood Education Licensure  
and Difficult Transition 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
Early childhood education 
 
1 102.76 102.76 .196 .659 
Error 1 
 
159 83357.08 524.25   
Within subjects 
 
  
 
   
Time 
 
1 394.03 394.03 3.93 .049 
Early childhood education x time 
 
1 6.61 6.61 .06 .798 
Error 2 159 15928.51 100.17   
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Table 15 
 
Analysis of Variance Results for English as a Second Language  
Endorsement and Difficult Transition 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
English as a second language 
 
1 5364.79 5364.79 10.92 .001 
Error 1 
 
159 78095.04 491.16   
Within subjects 
 
  
 
   
Time 
 
1 764.95 764.95 7.65 .006 
English as a second language 
x time 
 
1 35.97 35.97 .36 .550 
Error 2 
 
159 15899.15 99.99   
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Table 16 
 
Analysis of Variance Results for Special Education Licensure and  
Difficult Transition 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
Special education 
 
1 1445.84 1445.84 2.80 .096 
Error 1 
 
159 82014.00 515.81   
Within subjects 
 
  
 
   
Time 
 
1 946.08 946.08 9.52 .002 
Special education x time 
 
1 145.09 145.094 .36 .229 
Error 2 
 
159 15790.03 99.30   
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Table 17 
 
Analysis of Variance Results for Reading Endorsement and  
Difficult Transition 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
Reading 
 
1 43.81 43.81 .08 .773 
Error 1 
 
159 83416.02 524.62   
Within subjects 
 
  
 
   
Time 
 
1 1277.96 1277.96 12.90 .000 
Reading x time 
 
1 192.71 192.71 1.94 .165 
Error 2 
 
159 15742.41 99.00   
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Table 18 
 
Analysis of Variance Results for Education Level and Percentage  
of Children Reported as Not Ready for Kindergarten 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
Education level    
 
1 368.01 368.01 .507 .477 
Error 1 
 
146 105874.27 725.16   
Within subjects 
 
  
 
   
Time 
 
1 1123.09 1123.09 4.25 .041 
Education level x time 
 
1 .01 .01 .000 .994 
Error 2 
 
146 38530.39 263.90   
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Table 19 
 
Analysis of Variance Results for English as a Second Language Endorsement  
and Percentage of Children Reported as Not Ready for Kindergarten 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
English as a second language 
 
1 4847.51 4847.51 7.01 .009 
Error 1 
 
147 101530.86 690.68   
Within subjects 
 
  
 
   
Time 
 
1 1679.48 1679.48 6.45 .012 
English as a second language x time 
 
1 268.97 268.97 1.03 .311 
Error 2 
 
147 38272.03 260.35   
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Table 20 
 
Analysis of Variance Results for Teaching Experience and Percentage 
 of Children Reported as Not Ready for Kindergarten 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
Teaching experience 
 
3 617.18 205.72 .28 .838 
Error 1 
 
143 104331.15 729.58   
Within subjects 
 
  
 
   
Time 
 
1 1255.31 1255.31 4.86 .029 
Teaching experience x time 
 
3 522.81 174.27 .67 .568 
Error 2 
 
143 36885.52 257.94   
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Table 21 
 
Reverse Coded Items for Teacher Beliefs and Practices Survey 
 
Reverse coded beliefs items: Reverse coded practices items: 
 
How often do children in your class… 
2. As an evaluation of children’s 
progress, readiness or achievement 
tests are ___.  
10. …class use commercially-prepared 
phonics activities? 
 
7. It is ___ that each curriculum area 
be taught as separate subjects at 
separate times. 
11. …work in assigned ability-level 
groups? 
 
10. It is ___ to use one approach for 
reading and writing instruction. 
12. …circle, underline, and/or mark items 
on worksheets? 
11. Instruction in letter and word 
recognition is ___ in preschool.  
13. …use flashcards with ABCs, sight 
words, and/or math facts? 
14. It is ___ for children to work 
individually at desks or tables most of 
the time.  
14. …participate in rote counting? 
15. Workbooks and/or ditto sheets are 
___ in my classroom.  
15. …practice handwriting on lines? 
 
19. It is ___for teachers to use treats, 
stickers, and/or stars to get children to 
do activities, that they don’t really 
want to do.  
16. …color, cut, and paste pre-drawn 
forms? 
20. It is ___ for teachers to regularly 
use punishments and/or reprimands 
when children aren’t participating.  
17. …participate in whole-class teacher-
directed instruction?  
24. It is ___ for children to color with 
pre-drawn forms.  
18. …sit and listen for long periods of 
time until they become restless and 
fidgety? 
39. It is ___ that teachers maintain a 
quiet environment. 
20. …receive rewards as incentives to 
participate in classroom activities in which 
they are reluctant participants? 
42. It is ___to follow a prescribed 
curriculum plan without being 
distracted by children’s interests or 
current circumstances. 
22. …get placed in time-out (i.e., isolation, 
sitting on a chair, in a corner, or being sent 
outside of the room)? 
43. It is ___ to plan activities that are 
primarily just for fun without 
connection to program goals.  
27. …get separated from their friends to 
maintain classroom order? 
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Table 22 
 
Analysis of Variance Results for Early Childhood Education  
Licensure and Teachers’ Developmentally Appropriate Beliefs  
Scores 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
Early childhood education 
 
1 .94 .94 9.22 .003 
Error 1 
 
177 18.15 .10   
Within subjects 
 
  
 
   
Time 
 
1 .03 .03 2.02 .157 
Early childhood education x time 
 
1 5.05 5.05 .00 .986 
Error 2 
 
177 3.09 .01   
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Table 23 
 
Analysis of Variance Results for Reading  
Endorsement and Teachers’ Developmentally  
Appropriate Beliefs Scores 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
Reading  
 
1 .05 .055 .51 .474 
Error 1 
 
177 19.04 .108   
Within subjects 
 
  
 
   
Time 
 
1 .15 .154 8.89 .003 
Reading x time 
 
1 .02 .026 1.47 .226 
Error 2 
 
177 3.06 .017   
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Table 24 
 
Analysis of Variance Results for English as a Second Language  
Endorsement and Teachers’ Developmentally Appropriate  
Beliefs Scores 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
English as a second language 
 
1 .36 .36 3.45 .065 
Error 1 
 
177 18.73 .10   
Within subjects 
 
  
 
   
Time 
 
1 .08 .08 4.80 .030 
English as a second language x time 
 
1 .00 .00 .14 .706 
Error 2 
 
177 3.0 .01   
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Table 25 
 
Analysis of Variance Results for Special Education  
Licensure and Teachers’ Developmentally Appropriate  
Beliefs Scores 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
Special education 
 
1 .05 .05 .53 .465 
Error 1 
 
177 19.03 .10   
Within subjects 
 
  
 
   
Time 
 
1 .14 .14 8.48 .004 
Special education x time 
 
1 .03 .03 2.22 .137 
Error 2 
 
177 3.06 .01   
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Table 26 
 
Analysis of Variance Results for Teaching Experience and  
Teachers’ Developmentally Appropriate Beliefs Scores 
 
Source df SS MS f p 
 
Between subjects 
  
 
 
   
Teaching experience 
 
3 .86 .28 2.74 .045 
Error 1 
 
171 17.83 .10   
Within subjects 
 
  
 
   
Time 
 
1 .16 .16 9.53 .002 
Teaching experience x time 
 
3 .08 .02 1.55 .202 
Error 2 
 
171 2.98 .01   
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Table 27 
 
Analysis of Variance Results for Reading Endorsement and  
Teachers’ Developmentally Appropriate Practices Scores 
 
Source df SS MS f p 
 
Between subjects 
  
 
 
   
Reading Endorsement 
 
1 1.74 1.74 4.28 .040 
Error 1 
 
177 72.07 .40   
Within subjects 
 
  
 
   
Time 
 
1 .74 .74 7.87 .006 
Reading Endorsement x time  
 
1 .20 .20 2.17 .142 
Error 2 
 
177 16.80 .09   
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Table 28 
 
Analysis of Variance Results for English as a Second Language  
Endorsement and Teachers’ Developmentally Appropriate Practices  
Scores 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
English as a second language 
 
1 1.29 1.29 3.16 .077 
Error 1 
 
177 72.52 .41   
Within subjects 
 
  
 
   
Time 
 
1 .60 .60 6.32 .013 
English as a second language x time  
 
1 .06 .06 .65 .420 
Error 2 
 
177 16.94 .09   
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Table 29 
 
Analysis of Variance Results for Education Level and Teachers’  
Developmentally Appropriate Practices Scores 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
Education level 
 
1 2.87 2.87 7.22 .008 
Error 1 
 
176 70.08 .39   
Within subjects 
 
  
 
   
Time 
 
1 .28 .28 3.00 .085 
Education level x time 
 
1 .05 .05 .59 .442 
Error 2 
 
176 16.77 .095   
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Table 30 
 
Analysis of Variance Results for Teaching Experience and  
Teachers’ Developmentally Appropriate Practices Scores 
 
Source df SS MS f p 
 
Between subjects 
 
  
 
   
Teaching experience 
 
3 2.23 .74 1.78 .152 
Error 1 
 
171 71.24 .41   
Within subjects 
 
  
 
   
Time 
 
1 .59 .59 6.41 .012 
Teaching experience x time  
 
3 .53 .17 1.92 .127 
Error 2 
 
171 15.93 .09   
      
 
 
 
 
 
